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Abstract 
Set in the context of a Post-92 university college Education Studies 
department, this thesis investigates how new undergraduates might be supported in 
the transition to Higher Education. It describes an intervention informed by 
research into Academic Literacies that was undertaken in a first year, first   
semester module. The intervention aimed to scaffold participation in academic 
practice, and in particular academic literacy practice, in collaborative workshops 
within the context of the module content. The methodological approach combines 
DFWLRQ UHVHDUFK ZLWK DVSHFWV RI HWKQRJUDSK\ WR SURGXFH µHWKQRJUDSKLF DFWLRQ
UHVHDUFK¶'UDZLQJRQ WKHZRUNRI /DYH	:HQJHU VWXGHQWV working in groups 
are conceptualised as academic student communities of practice, and audio 
recordings of students engaged in collaborative activities provide evidence of their 
lived experience of the module in three domains: what they do; what they know; 
and how they position themselves in relation to academic practice.    
 
The findings show how talk about practice, within the context of 
participation in practice, is instrumental to change in all three domains: the 
QHJRWLDWLRQRIGLVWLQFWO\µDFDGHPLF¶ZD\s of working in groups; the construction of 
meaning in the relationship between what is known about academic practice and 
what is done; and, the construction of the self as academic. I conclude that Higher 
Education pedagogical arrangements need to build communities that talk about 
practice and consider how such an approach responds to future challenges.  
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Chapter 1 
Introduction 
1.1 7KHLPSHWXVIRUUHVHDUFK7KH\MXVWGRQ¶WµJHWLW¶ 
In this thesis I explore the experiences of a group of Education Studies 
undergraduates as they undertake a first year, first semester module planned 
specifically to introduce them to academic practice, particularly academic literacy 
practice, within the context of an existing module. Conceptualising the small 
JURXSV LQ ZKLFK WKH\ ZRUN DV FRPPXQLWLHV RI SUDFWLFH , LQYHVWLJDWH VWXGHQWV¶
participation in practice, knowledge of practice and academic identities, and 
H[SORUH KRZ WKH PRGXOH VXSSRUWV WKHP LQ WKHVH WKUHH GRPDLQV RI µGRLQJ¶
µNQRZLQJ¶DQGµEHLQJ¶ 
 
The starting point for my research was an interest in what students thought 
was expected of them and how they tried to fulfil the requirements of their 
academic programmes, which I framed as seeking to understand the process of 
µEHLQJDQGEHFRPLQJDVWXGHQW¶+DYLQJWDXJKWXQGHUJUDGXDWHVIRUDOPRVW\HDUV
I was concerned that, although many of the students studying on the Education 
Studies course on whLFK,ZRUNHGZHUHVXFFHVVIXOLQZRUNLQJRXWWKHµUXOHVRIWKH
JDPH¶(Read et al. 2001), and by the end of their studies understood what we, their 
tutors, were looking for when we marked assignments, and were able to meet the 
requirements laid out in assignment briefs, just as many others appeared to remain 
mystified. For sRPH UHDVRQ WKH\ MXVW GLGQ¶W µJHW LW¶ %\ WKHLU WKLUG \HDU WKHVH
  18 
students were still unsure of what we meant in our formative feedback, and were 
unaware of how they might do things differently to improve. I detected a mismatch 
between what I and my colleagXHV WKRXJKW µEHLQJ D VWXGHQW¶ HQWDLOHG DQG ZKDW
many of the students themselves thought it entailed.  
 
In particular, my colleagues and I were concerned that, when writing, many 
students simply reproduced information we had given them or had directed them 
to read, and struggled to construct an argument or synthesise ideas. During a 
meeting when tutors who had marked a particular assignment were moderating a 
sample of scripts, a colleague joked that much of the feedback should simply say 
µUHDGPRUH WKLQNPRUHDQGZULWHEHWWHU¶VXPPLQJXSWKHSHUFHLYHGSUREOHPIRU
many of the students. For a significant minority, reading was minimal, the material 
SUHVHQWHGLQHVVD\VEHLQJODUJHO\DµJLYLQJEDFN¶RIOHFWXUHVZLWKOLWWOHHYLGHQFHRI
independent thinking or ownership of knowledge. This lack contributed to writing 
that often seemed to be a collection of relevant information, but with no clear 
argument or sense of direction. The same colleague used to call such assignments 
µ(OPHU¶ DVVLJQPHQWV DIWHU WKH SDWFKZRUN HOHSKDQW LQ WKH FKLOGUHQ¶V VWRULHV E\
David McKee, the coloured squares randomly assembled into an elephant shape 
being a metaphor for the seemingly random assembly of quotes and information 
into an essay.  
 
 µ5HDGPRUH WKLQNPRUH DQGZULWHEHWWHU¶PD\ Vummarise what many of 
the students needed to do, but as advice it is not helpful if one is unclear about how 
WRUHDGWKLQNRUZULWHLQZKDWDUHGHHPHGWREHDSSURSULDWHµDFDGHPLF¶ZD\V$V
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professional educationalists we always sought to give helpful formative feedback, 
but our feedback was clearly not effective in supporting all students in knowing 
what to do to improve their work, and few ever took up the opportunity to make an 
appointment with their tutors to discuss feedback. If we were to support students 
more effectively in the transition to higher education (HE) I became convinced 
WKDW ZH ZRXOG QHHG WR WHDFK GLIIHUHQWO\ ,I WKH\ IDLOHG WR µJHW LW¶ SHUKDSV LW ZDV
EHFDXVHZHZHUHQRWVKRZLQJWKHPZKDWµLW¶ZDVDQG,EHFDPHFRQYLQFHGWKDWRXU
teaching was over focused on content rather than process, and that time needed to 
be made within contact hours for teaching and learning about academic practice. I 
planned to use a first year, first semester module to support students through the 
transition.  
 
I was struck by the metaphor used by Mann (2001) of the new 
undergraduate as being LQWKHSRVLWLRQRIµDVWUDQJHULQDIRUHLJQODQG¶ (p. 11), and 
by her suggestion that ZH FDQ DLG VWXGHQWV E\ SURYLGLQJ µWUDQVODWLRQV DQG
H[SODQDWLRQV RI VWUDQJH FXVWRPV DQG ODQJXDJH¶ (p. 17). But, to extend the 
metaphor, explanations and translations still leave the stranger as an outsider, 
albeit a better informed one; it is only by getting involved with the locals that the 
stranger can begin to understand and take on unfamiliar practices appropriately. I 
hypothesised that, the strange customs and language of HE needed to be 
experienced and practiced with tutors and with other students so that through 
collaborative activity students might participate in and begin to understand the 
practices of HE. Rather than struggle through three years of confusion, students 
might experience the transformatory potential of HE, to see and think in new 
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ways. But if the stranger only really begins to understand the foreign land by being 
integrated into the community and having the opportunity to live like the locals, to 
adopt the local practices and begin to think like a local, it is necessary to consider 
ZKDWPLJKWLWPHDQWREHDµORFDO¶LQWKH+( community.  
 
1.2 Thesis structure  
,Q &KDSWHU  , GLVFXVV WKH QDWXUH RI WKH µFRPPXQLW\¶ WKDW WKH VWXGHQW LV
MRLQLQJ7KH(GXFDWLRQ6WXGLHVGHSDUWPHQWRI6W+XJK¶V1 University College, the 
institution in which my research took place, is situated within a particular national, 
institutional and disciplinary context. I discuss the national context which in 2007, 
when I began my research, was dominated by government policy to widen access 
to HE fRUµQRQ-WUDGLWLRQDO¶2 VWXGHQWVDQGORFDWH6W+XJK¶VZLWKLQWKDWFRQWH[W,
explain the structure of the programme in which the students who participated in 
the research were enrolled, and its evolution over several years from a degree 
which also awarded Qualified Teacher Status (QTS) to an Education Studies 
GHJUHHGLVWLQFWIURPµWHDFKHUWUDLQLQJ¶3. I discuss the nature of Education Studies 
and consider its disciplinary status before locating the Education Studies course at 
6W+XJK¶VZLWKLQWKHZLGHU(GXFation Studies community.  
 
                                                 
1
 6W+XJK¶VLVDSVHXGRQ\PDVDUHDOOQDPHVRISHRSOHLQVWLWXWLRQVDQGSODFHVLQFOXGHGLQWKLV
thesis.  
2
 µ1RQ-WUDGLWLRQDO¶LVRIWHQXVHGWRGHQRWHVWXGHQWVZKRFRPHIURPVRFLR-economic or ethnic 
backgrounds whicKDUHµGLVSURSRUWLRQDWHO\XQGHU-UHSUHVHQWHG¶(House of Commons, 2001). I use 
scare quotes here to denote that the term is contested, but throughout the rest of the thesis I use it 
without to enhance readability. 
3
 $OWKRXJK,SUHIHUWKHSKUDVHµWHDFKHUHGXFDWLRQ¶WRGHQRWHWKHOHDUQLQJSURFHVVE\Zhich students 
EHFRPHTXDOLILHGWHDFKHUVFXUUHQWJRYHUQPHQWWHUPLQRORJ\DQGWKHZLGHUFRPPXQLW\XVHµWHDFKHU
WUDLQLQJ¶DQGWKLVDOVRSHUKDSVGHVFULEHVPRUHDFFXUDWHO\WKHQDWXUHRIPDQ\SURJUDPPHVOHDGLQJ
to QTS. 
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Chapter 3 provides the theoretical framework for my pedagogical 
intervention and analysis. As I wrote a new module for revalidation in 2008, my 
research into student learning led me into the field of Academic Literacies4, a 
theoretical framework which recognises reading and writing as social practices 
embedded in a particular cultural context including particular ways of constructing 
meaning, making judgments and determining what counts as valuable knowledge 
(Clark & Ivanic, 1997; Lea, 1998; Lillis, 2001; McKenna, 2003; Stierer, 2000). 
Conceptualising literacy as a social practice enables us to see the stranger in the 
DFDGHPLF ODQGQRWDVGHILFLHQWEHFDXVH WKH\ ODFNRXUµLQVLGHU¶NQRZOHGJHEXWDV
someone as yet uQIDPLOLDU ZLWK µKRZ ZH GR WKLQJV KHUH¶ , GLVFXVV $FDGHPLF
/LWHUDFLHV DQG H[SODLQ KRZ LW LQIRUPHG P\ µSHGDJRJ\ RI DFDGHPLF SUDFWLFH¶ LQ
which I aimed to make academic literacy practice visible and to provide 
opportunities for supported participation in academic practice within the context of 
the module which was the focus of my research. Students would engage with 
subject content through participation in collaborative literacy practices in 
workshops, so that the content of the module and ways to engage with that content 
academically could be experienced and explored together.  
 
I explain my use of Communities of Practice5 as a theoretical framework 
for analysis of my pedagogical approach. A community of practice is a group of 
people who participate in shared practices with a common goal and who construct 
                                                 
4
 ,QWKLVWKHVLVµDFDGHPLFOLWHUDFLHV¶Uefers to both a theoretical framework and to academic ways of 
practising literacy.  In order to distinguish the two I use capitals to refer to theoretical framework 
(Academic Literacies) and lower case when referring to ways of practising (academic literacies). 
5
 Communities of Practice as a theoretical framework is capitalised to mark the distinction from 
communities of practice (the communities that are theorised). 
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identities as members of the community. Practice defines the community; learning 
is conceptualised as a process of increasing participation in the practices of the 
community, and new members are seen as being on a trajectory toward fuller 
membership through their participation in those practices (Lave & Wenger, 1991; 
Wenger, 1998). Communities of Practice provides a framework for analysing 
participation in practice, and provides insights into my pedagogical approach as I 
address the overarching research question: How does my pedagogical approach 
support entry to the academic community? This is explored through three sub-
questions which focus on three domains of learning; participation, knowledge and 
identity: 
 
1. +RZ GRHV D µSHGDJRJ\ RI DFDGHPLF SUDFWLFH¶ IDFLOLWDWH SDUWLFLSDWLRQ LQ
academic practice? 
2. +RZ GRHV D µSHGDJRJ\ RI DFDGHPLF SUDFWLFH¶ IDFLOLWDWH NQRZOHGJH RI
academic practice? 
3. +RZGRHVDµSHGDJRJ\RIDFDGHPLFSUDFWLFH¶IDFLOLWDWHWKHGHYHORSPHQWRI
an academic identity? 
 
These were not my initial research questions, and in Chapter 4 I explain 
how they emerged from the first action research cycle, now cast as a pilot study for 
the purpose of the thesis. In my discussion of the pilot study I include my original 
research questions and explore the limitations of the original research methods for 
investigating participation in practice. I explain my decision to use audio recorders 
WRUHFRUGVWXGHQWV¶YHUEDOLQWHUDFWLRQVLQZRUNVKRSVZKHQZRUNLQJLQVPDOOJURXSV
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in the second research cycle, now cast as the main study. Participation itself could 
provide the data, and I could seek to answer more interesting questions about the 
process rather than attempt to answer questions which I had come to see as 
unanswerable.  
 
I initially saw myself as undertaking action research, and I discuss where 
my interpretation of action research fits in relation to existing models of action 
research. However, I show how, as I analysed student talk using qualitative 
content analysis (Bryman, 2004) and sought to understand the culture, or cultures, 
of the student groups as they responded to their positioning as student, and 
specifically to the module, my research took on an ethnographic dimension. I use 
VRPHHOHPHQWVRIHWKQRJUDSK\WRFUHDWHZKDW,FDOOµHWKQRJUDSKLFDFWLRQUHVHDUFK¶6 
since action for improvement remains at the centre of the research in which 
pedagogical implications for future interventions are identified from the analysis 
RIVWXGHQWV¶OLYHGH[SHULHQFHRIWKHPRGXOH 
 
The content and structure of the module, developed in response to the 
perceived shortcomings of the existing module and informed by Academic 
Literacies research, are described in chapter 5. Findings from the pilot study are 
used to explain and justify modifications to the pedagogical approach for the main 
study, and to provide additional insights into the three themes in the empirical 
                                                 
6
 Since coining the term, I have found that it has also been used by others differently: by Tacchi et 
al. (2003) as a way of creating a research culture within the context of UNESCO development 
SURMHFWVLQZKLFKµ:HXVHHWKQRJUDSK\WRJXLGHWKHUHVHDUFK process and we use action research to 
OLQNWKHUHVHDUFKEDFNWRWKHSURMHFW¶VSODQVDQGDFWLYLWLHV¶SDQGE\%DWK(2009) who 
advocates an ethnographic period before commencing action research 
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chapters: the nature of participation in practice (Chapter 6), what students know 
and understand about practice (Chapter 7), and the academic student identity 
(Chapter 8). For the purposes of analysis I attempt to look through different lenses 
and to focus on each theme in turn. This is not to suggest that they are 
ontologically separate, since I see them as intrinsically connected. For example, 
although Chapter 7 focuses on knowledge, it examines the relationship between 
knowledge and participation. Rather, separating them is a way to tease out 
different aspects of being and becoming a student with each theme contributing 
different insights.  
 
Chapter 6 examines what students do when working together in small 
groups using Communities of Practice as a framework for analysis. In particular I 
GUDZ RQ :HQJHU¶V WKUHH µGLPHQVLRQV RI SUDFWLFH¶ PXWXDO HQJDJHPHQW MRLQW
HQWHUSULVHDQGVKDUHG UHSHUWRLUHZKLFKKHSUHVHQWVDV µWKHGLPHQVLRQVE\ZKLFh 
SUDFWLFH LV WKH VRXUFH RI FRKHUHQFH RI D FRPPXQLW\¶ (Wenger, 1998, p. 72). I 
explore how students establish their own communities of practice within their 
small groups, and through analysis of their practice identify how their participation 
in academic practice provides a context where talk about academic practice itself 
becomes a practice of the community. Talk about academic practice, I argue, is 
central to two specific processes: construction of knowledge of academic practice 
and construction of the self as academic. These processes are the foci of Chapters 
7 and 8. 
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In Chapter 7 , GUDZ RQ :HQJHU¶V (1998) model of the duality of 
participation and reification in the construction of meaning to explore the 
UHODWLRQVKLSEHWZHHQVWXGHQWV¶NQRZOHGJHRIDFDGHPLFSUDFWLFHDVVKRZQLQWKHLU
talk and their participation in academic practice. Reifications are ways of 
representing practice, and talk can be conceptualised as a reification of practice. I 
seek to theorise the role of talk about academic practice in the relationship 
EHWZHHQ VWXGHQWV¶ NQRZOHGJH RI DQG SDUWLFLSDWLRQ LQ DFDGHPLF SUDFWLFHV
Collaborative participation in practice provides a context where the talk is 
embedded in the academic practices to which it refers; the speaker is not simply 
WDONLQJµDERXW¶EXWµZLWKLQ¶DFDGHPLFSUDFWLFH I conclude that through talk about 
practice within the context of participation in practice, students are able to use 
emerging knowledge of academic practice to negotiate ways of participation; and, 
their collaborative participation, in turn, enables them to refine their knowledge of 
practice. 
 
Chapter 8 examines student identity and how, as new undergraduates, 
LQGLYLGXDOV VHHN WR FRQVWUXFW WKHPVHOYHV DV µVWXGHQW¶ LQ UHODWLRQ WR WKHLU VWXGLHV
DQG , IRFXV RQ WKLV VSHFLILF DVSHFW UHIHUULQJ WR VWXGHQWV¶ µDFDGHPLF¶ LGHQWLWLHV
which exist alongside the classed, gendered, raced or other identity positions that 
they may hold. , FRQFOXGH WKDW WDON DERXW SUDFWLFH LV LQVWUXPHQWDO LQ VWXGHQWV¶
constructions of the self as academic and that a participatory pedagogy whereby 
students collaborate in academic practice serves not only to give opportunities to 
experience practice and to articulate aspects of practice, it also gives opportunities 
to position the self in relation to the academic student community. In contrast to 
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many studies which present academic practice as inherently alienating, the 
students in the study, who participate collaboratively in academic practice from the 
VWDUW RI WKHLU VWXGLHV XVH WDON DERXW SUDFWLFH WR µWHOO WKH VHOI¶ DV D SDUWLFLSDQW LQ
those practices and to articulate their relationship to those practices.  
  
Chapter 9 draws together the findings from Chapters 6, 7 and 8 and 
GLVFXVVHV WKHFHQWUDO UROHRI WDON DERXWSUDFWLFH LQ WKHSURFHVVRI WKHVH VWXGHQWV¶
H[SHULHQFHV RI µEHLQJ¶ DQG µEHFRPLQJ¶ D VWXGHQW 0\ UHVHDUFK VKRZV WKDW WDON
about practice should be seen as no less important than talk about module content. 
Pedagogical arrangements need to build a community that talks about practice 
since it through such talk that students sort out what they are trying to do, how to 
do it, and their position in the community. Finally, I look to the future. Although 
my story is a hopeful one, presenting a picture of students who want to do well, 
DQGZKRZDQWWREHµDFDGHPLF¶,TXHVWLRQWKHIXWXUHFRQGLWLRQVIRUDSHGDJRJ\RI
academic practice. In a system where higher student numbers and higher student-
tutor ratios limit face to face interactions, and where higher student fees position 
students as consumers and HE as a business transaction, I conclude that if students 
need to be convinced that academic practice is worthwhile, talk about academic 
practice might prove to be the most important practice of all.  
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Chapter 2 
Context 
2.1 Introduction: the national, local and disciplinary contexts 
0\FRQFHUQWKDWPDQ\VWXGHQWVGLGQRWµJHWLW¶ZDVFKLHIO\DFRQFHUQWKat 
they did not understand what HE study entailed, or what we, their tutors, were 
asking of them. Any difficulties that students were experiencing cannot be 
separated from the context in which they were studying; their confusion was in 
relation to a particular course in a particular institution, within a particular subject 
area at a particular historical time. In this chapter I outline the specific social 
conditions in which the students in my study were located. In 2007 when I began 
P\UHVHDUFKµZLGHQLQJSDUWLFLSDWLRQ¶ZDVDPDMRUIODJVKLSDJHQGDIRUWKH/DERXU
government which had aspirations for 50% of 18-30 year olds to participate in HE 
by 2010 (Blair, 1999) and I begin with a brief outline of the national context and 
discuss how the widening participation agenda led to a focus in the research 
literature on non-traditional students. This national context helps to frame the 
UHVHDUFK VLQFH PDQ\ RI WKH VWXGHQWV DW 6W +XJK¶V KDYH KLVWRULFDOO\ FRPH IURP
under-represented backgrounds.  
 
Consideration of the student body leads to discussion of the local context: 
6W+XJK¶VDQGWKH(GXFDWLRQ6WXGLHVFRXUVHRQZhich the students were enrolled. 
,SUHVHQWGDWDRQWKHVWXGHQWVWKDWDWWHQG6W+XJK¶VDQGH[SORUHUHDVRQVIRUWKHLU
FKRLFHLQFOXGLQJWKHUHSXWDWLRQ6W+XJK¶VKDVLQWKHORFDOFRPPXQLW\IRUWHDFKHU
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training. This sets the scene for my subsequent discussion of the disciplinary 
FRQWH[W DQG WKH HYROXWLRQ RI (GXFDWLRQ 6WXGLHV DW 6W +XJK¶V IURP DQ
undergraduate teacher training course. I examine the nature of Education Studies 
and the ongoing debate within the academic community about its status. This is a 
major element of the chapter as I seek to establish what, if anything, holds 
Education Studies together as a subject, discipline, or field. I later draw upon the 
QRWLRQRIWKHµDFDGHPLFFRPPXQLW\¶VRLWLVQHFHVVDU\WRHVWDEOLVKZKDWWKLVPHDQV
within the context of Education Studies.  
 
2.2 The national context: Widening participation and the non-traditional 
student 
My research was carried out following a period of mass expansion in HE7 
and amid growing concern that students from non-traditional backgrounds were 
finding the transition to HE difficult. The green paper, The Learning Age (DfEE, 
1998a) outlined the Labour JRYHUQPHQW¶V LQtention to rapidly broaden access to 
further and HE in an attempt to extend educational opportunity to people who 
would otherwise have been unlikely to have continued their education beyond 
school. The following year at the Labour party conference, Tony Blair stated 
³7RGD\,VHWD WDUJHWRIRI\RXQJDGXOWVJRLQJLQWR+(LQWKHQH[WFHQWXU\´
(Blair, 1999). This target was never achieved, and in 2008 Ruth Thompson the 
director general for HE acknowledge that it was a target that would not be 
achieved by 2010 (Gill, 2008). Nevertheless, as the government endeavoured to 
                                                 
7
 Participation rates increased from 13% in 1980 to 19% in 1990 to 33% in 2000 (Mayhew et al., 
2004) and 40% by 2007 (Public Accounts Committee, 2009). 
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promote a knowledge economy, targets were set and monitored for Higher 
Education Institutions (HEIs) within the widening participation agenda. Since 
 LQVWLWXWLRQV¶ UHFUXLWPHQW SDWWHUQV KDYH EHHQ H[amined, with performance 
indicators being published each year comparing the number of students in various 
categories against benchmark targets for each institution. The benchmarked 
categories include numbers from state schools, from families in NS-SEC classes 4-
78, and from low participation neighbourhoods.  
 
Widening participation, envisioned as a policy for social justice, became 
the subject of much academic research. The research literature on widening 
participation has expanded rapidly in recent years and an online search of journals 
IRU µZLGHQLQJSDUWLFLSDWLRQ¶ LQ DQ\SDUWRI WKH DUWLFOHXVLQJGDWDEDVHV(GXFDWLRQ
Research Complete and E- journals, demonstrates the research interest generated 
(Figure 2.1).  
 
Figure 2.1: Journal articles including referHQFHVWRµZLGHQLQJSDUWLFLSDWLRQ¶ 
                                                 
8
 7KHVHUHSUHVHQWWKRVHQRWLQPDQDJHULDORUSURIHVVLRQDORFFXSDWLRQVRUµLQWHUPHGLDWH¶
occupations, and not unemployed. 
Growth of 'widening participation' literature
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7KHH[SHULHQFHVRI µZLGHQLQJSDUWLFLSDWLRQ¶VWXGHQWVDQG LPSOLFDWLRQV IRU
practice and policy became a major research topic, covering a range of aspects 
including: the stratification of institutions and reproduction of inequality (Archer, 
2007; Crozier & Reay, 2008; Quinn, 2004; Read et al., 2003; Reay et al., 2001); 
the struggle for survival experienced by many non-traditional students (Bowl, 
2001; Leathwood & O'Connell, 2003; Thomas, 2002); alienation (Leathwood & 
O'Connell, 2003; Read, Archer, & Leathwood, 2003; Thomas, 2002); and 
inadequate preparation for HE (Crozier et al., 2008; Haggis & Pouget, 2002; Laing 
et al., 2005). However, the concern that many students had little understanding of 
what study at university level would entail or what would be expected of them was 
not restricted to non-traditional students.  
  
Student transitions and the first year experience also began to attract wider 
UHVHDUFKDWWHQWLRQZLWKILQGLQJVVXJJHVWLQJWKDWµQRWJHWWLQJLW¶ZDVQRWOLPLWHGWR
non-traditional students (Alston et al. 2008; Lea, 2004; Wingate, 2007; Yorke & 
Longden 2008). In their report for the Higher Education Academy, Yorke & 
Longden (2008) identified a number of factors relating to successful student 
transitions, and in particular to retention, but socio-economic status was seen as 
having only limited influence on perceptions of the first year and decisions to 
withdraw. Preparedness for study at a higher level was found to be more 
influential, with many students reportedly not understanding the discourse, 
practice and procedures of HE, and not knowing what standards were expected of 
them or what they should do differently if previous strategies were no longer 
successful (Haggis & Pouget, 2002; Harvey et al., 2006; Lowe & Cook, 2003; 
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Wingate, 2007; Yorke & Longden, 2008). However, as Walker (2006, p. 105) 
SRLQWVRXW µZKLOHDOOVWXGHQWVKDYH WR µGHFRGH¶ how higher education works and 
what is expected of them « this is somewhat harder for working-class students 
lacking the familial and schooling codes which might assist successful transitions¶
In the following section I discuss the local context, focusing on the institution, its 
students and the particular course in which my research is located.  
 
2.3 The local context: 6W+XJK¶VLWVVWXGHQWVDQGFRXUVHV 
6W+XJK¶V8QLYHUVLW\&ROOHJHZDV IRXQGHGE\ WKH&KXrch of England in 
the late 19th century as a teacher training college for women. It is a small 
LQVWLWXWLRQ KDYLQJ DSSUR[LPDWHO\  VWXGHQWV RQO\ KHQFH WKH WLWOH µ8QLYHUVLW\
&ROOHJH¶UDWKHUWKDQµ8QLYHUVLW\¶ZDVFRQIHUUHGZKHQLQWKHHDUO\st century, it 
gained taught degree awarding powers. Many students specifically choose St. 
+XJK¶VIRULWVORFDWLRQVL]HDQGSHUFHLYHGIULHQGOLQHVV,QWHUYLHZV,FRQGXFWHGLQ
20069 VKRZHG WKDWRI WKHHLJKWVWXGHQWV LQWHUYLHZHGVHYHQKDGPDGH6W+XJK¶V
their first or only choice when applying through UCAS10 because they wanted to 
be in a small, friendly institution, or to remain close to home. Three stated that the 
warm atmosphere on Open Day or at Interview had led them to decide that it was 
the right place for them to study, and this is an attraction that the institution 
emphasises in recruitment, using comments from students on promotional 
literature and the university college website to highlight the friendliness and size. 
                                                 
9
 Students were selected to give a representative sample in terms of sex, age and whether or not 
they were the first from their family to attend HE 
10
 Universities and Colleges Admissions Service: the body through which all university 
applications for undergraduate study must be made. 
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6WXGHQWVSHUFHLYH6W+XJK¶VWREHDQLQVtitution where they will have tutors who 
know their name and with whom they can establish some kind of relationship, and 
where the other students will also want a small, friendly institution. I have heard 
prospective and existing students and their parents DIIHFWLRQDWHO\OLNHQ6W+XJK¶V
to a boarding school; it feels safe and welcoming, and has historically attracted 
non-traditional students.  
 
HESA (2011) shows that in 2009-1011, across the whole institution, 17.8 % 
of young full time first degree entrants were from low participation 
neighbourhoods (Total UK 10.3%), 34.5% were from NS-SEC classes 4-7 (Total 
UK 30.0%) and 97.4% were from state schools (Total UK 88.8%). In the group of 
32 that participated in my study, 25% were from low participation 
neighbourhoods, 34.3% were from NS-SEC classes 4-7 and all were from state 
schools. Many of the students on the course are the first in their family to attend 
HE (64% of the 2007-8 cohort, the most recent cohort for which I have full data, 
were first generation undergraduates), a statistic which is claimed to be more 
indicative of educational disadvantage than parental occupation or income (Quinn, 
2004). Furthermore, the majority of the students are local and the student 
population is almost entirely white. 59% of the students in my main study are from 
ZLWKLQDPLOHUDGLXVRI6W+XJK¶VDQGIURPZLWKLQDPLOHUDGLXVand 
many resident students return home most weekends for work or to visit family and 
IULHQGV 7KH FRXQW\ LQ ZKLFK 6W +XJK¶V LV ORFDWHG ranks highly on Indices of 
Multiple Deprivation with twenty-five wards across the county being amongst the 
                                                 
11
 The year in which my main study was conducted. 
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20% most deprived in England, and many well qualified young people leaving the 
county for HE (Children and Young People's Plan for Midshire 2007-2010, 2007). 
Those that stay and attend our institution have typically low grades; entry 
UHTXLUHPHQWV DW 6W +XJK¶V DUH DPRQJVW WKH ORZHVW LQ WKH VHFWRU $W WKH WLPH RI
carrying out my research, the standard UCAS offer for the programme was CC at 
A-level (160 UCAS tariff points) but it was not uncommon for students to be 
accepted at clearing with DD at A-level (120 UCAS tariff points) or even less. St. 
+XJK¶V LV D µUHFUXLWLQJ¶ UDWKHU WKDQ D µVHOHFWLQJ¶ LQVWLWXWLRQ (Wilde & Wright, 
2007).  
 
Although its portfolio has broadened over the years, most of the courses St. 
+XJK¶VFXUUHQWO\RIIHUVDUHUHODWHGWR(GXFDWLRQ7KHVHLQFOXGHXQGHUJUDGXDWHDQG
post-graduate teacher training, undergraduate programmes in Education Studies 
and Early Childhood Studies and Foundation Degrees in Early Childhood, 
&KLOGUHQ DQG <RXWK :RUN 6W +XJK¶V HQMR\V D KLJK UHSXWDWLRQ LQ WKH ORFDO
community and surrounding area. Many local teachers equate it with teacher 
training and recommend it to their students seeking a career in teaching although 
since 2002 only a minority of the students undertake ITT12 courses. In 2001-2002, 
following the decision of the UK government in 2000 to introduce bursaries of 
£6000 for students undertaking a PGCE13, and nothing for those studying 
XQGHUJUDGXDWH ,77 FRXUVHV 6W +XJK¶V UHSODFHG LWV ODUJHVW SURJUDPPH D -year 
degree course, Teaching Studies and Subject Studies with QTS. The replacement 
                                                 
12
 Initial Teacher Training courses which lead to QTS. 
13
 Post Graduate Certificate in Education. 
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ZDVDµ¶SURJUDPPHEducation and Subject Studies (ESS), in which a degree 
would be awarded after successful completion of 3 years undergraduate study and 
WKHUHZRXOGEHDXWRPDWLFSURJUHVVLRQRQWRWKHµSOXV¶SDUWRI WKHSURJUDPPHD
linked Primary PGCE course. A number of our competitors had already made the 
change which was driven by the need to provide a financially attractive choice for 
students.  
 
Each year, students on the ESS programme studied 60 credits in Education 
together with 60 credits in another Subject (Art, Drama, Early Childhood, English, 
Geography, History, Mathematics, Music, Science or Theology. Sport was added 
to the portfolio during re-validation in 2008), and it is a module in the Education 
Studies element of the programme that is the context for my research. During the 
academic year 2004-2005 I became aware from informal conversations with 
students that many saw ESS as a teacher training course, despite the fact that QTS 
would not be awarded until the PGCE year, and I undertook some (unpublished) 
research to uncover stuGHQWV¶ XQGHUVWDQGLQJ DQG SHUFHSWLRQV RQ HQWU\ ,Q 
2006 and 2007 I asked all first year Education Studies students to complete a short 
questionnaire during the first week of term to uncover their expectations of the 
course and reasons for selecting the course and institution (appendix 2.1). In all 
three years, the vast majority of students (94-95%) expected to use the course as a 
route into Primary or Secondary teaching, and in response to the open question 
µ:K\GLG\RXGHFLGHWRVWXG\IRUDGHJUHH"¶Eeing equipped for work was by far 
the most commonly coded response (87% in 2005, 95% in 2006 and 94% in 2007). 
7KHVWXGHQWV¶UHDVRQVIRUDWWHQGLQJXQLYHUVLW\ZHUHSULPDULO\ZRUNUHODWHGZLWKD
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degree seen as offering a promise of a job with status and a good income, a 
motivation shared with many students, particularly those from non-traditional 
backgrounds (Hockings et al. 2008; Lehmann, 2009; Mann, 2008). Although their 
perceptions may not be shared by all, students joining ESS saw teaching as high 
status and well paid. 
 
6WXGHQWV¶NQRZOHGJHRIZKDW(GXFDWLRQ6WXGLHVHQWDLOHGZDVTXLWHOLPLWHG
with 13% in 2005 and 2007, and 30% in 2006 either stating that they did not know 
what the course would be about or leaving EODQNWKHRSHQTXHVWLRQµ:KDWGR\RX
H[SHFWWKH(GXFDWLRQPRGXOHVWRFRYHULQ\RXUILUVW\HDU"¶7KHVWXGHQWVZKRJDYH
DQDQVZHUWKDWFRXOGEHFRGHGDVµKRZWRWHDFK¶LQUHVSRQVHWRWKHVDPHTXHVWLRQ
decreased over the three years, from 55% in 2005, to 39% in 2006 and 21% in 
2007. This suggests that our interactions with potential students through our 
prospectus, online and at open days and interviews were communicating more 
successfully that the course was not a teacher training course. Barnett (1997) 
draws a distinction in the disciplinary context of Business Studies between study 
of business and study for business, the latter providing what the business 
community thinks is desirable in graduates, the former offering critique of 
business. The same parallel can be drawn in Education Studies, and students who 
thought they were studying for education might reject the study of education; we 
needed to ensure that the nature of the course was communicated to potential 
students, and that aspiring teachers who joined the programme were able to see the 
value of what we were teaching and did not feel that they had enrolled on an 
inappropriate or irrelevant course. Institutional data shows that, in 2008, 51% of 
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respondents to the Destination of leavers survey progressed to post-graduate 
teacher training, and 27% were working in Education (as learning support 
assistants or on the Graduate Teacher Programme14). Of those training to be 
teachers, approximately one third went into Secondary teaching and two thirds into 
Primary teaching. The automatic right of progression onto the Primary PGCE was 
removed during a re-validation in 2005 so that the SURJUDPPHZDVQRORQJHUµ¶
EXWZDVVWLOODQGFRQWLQXHVWREHPDUNHWHGDVµDURXWHLQWRWHDFKLQJ¶SURYLGLQJD
IOH[LEOHDOWHUQDWLYHWRWKH3ULPDU\(GXFDWLRQSURJUDPPHDW6W+XJK¶V 
 
7KURXJKRXWDOOWKHFKDQJHVWR(666W+XJK¶VSRUWIROLRKDVDOVRLQcluded a 
3-year Primary Education with QTS programme. This has always been completely 
separate from ESS, taught by a different team and, with no subject component, 
offering students a different experience. Primary Education has always been a 
much smaller programme, recruiting 30- 50 students in each cohort in comparison 
to 150-190 recruited to ESS during the time that ESS was evolving from a 4-year 
programme to a 3+1 and finally a 3-year programme. Competition for places has 
always been higher for Primary Education, and a number of those rejected from 
the Primary Education programme, either at interview or at clearing, join the ESS 
FRXUVH HDFK \HDU UHVXOWLQJ LQ VRPH SHUFHSWLRQ RI (66 DV D µVHFRQG FKRLFH¶
However, the ESS programme in all its incarnations has been popular. Many 
students make a positive decision to enrol on ESS in preference to Primary 
Education, often because they are considering a career in teaching or a teaching 
                                                 
14
 Graduate Teacher Programme (GTP): a school-based post-graduate programme in which QTS is 
obtained whilst training and working in a paid teaching role. 
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related pathway and want to use their undergraduate study to help them decide. 
Others particularly want to continue to study a subject that they enjoy (alongside 
Education), or want to become Secondary school teachers. A few each year state 
WKHLU LQWHQWLRQ WR ZRUN LQ µHGXFDWLRQ UHODWHG¶ ILHOGV IRU H[DPSOH 0XVHXP
Education or Educational Psychology. Although ESS might not have been the first 
choice for all those enrolled on the programme, module reviews show that student 
satisfaction is high, and many comment that they are glad they took ESS rather 
than Primary Education. In summary, most students on the Education Studies 
programme have low entry grades in comparison to the sector average, and choose 
the course as a potential route into teaching rather than for its inherent value or 
interest. Most initially have little idea of what Education Studies entails and in the 
next section I discuss the nature of Education Studies, beginning with its evolution 
from ITT.  
 
2.4 The disciplinary context 
2.4.1 The legacy of ITT 
As institutions replaced undergraduate ITT courses with Education Studies, 
tutors were freed from restrictions imposed by having to meet government 
standards laid down for teacher training (DfEE, 1998b; DfES, 2002). Education 
Studies, funded by the HE Funding Council for England (HEFCE) was also not 
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subject to the strict guidelines imposed on ITT courses, funded by the TTA15 and 
inspected by OfSTED16 (Ward 2002). The study of educational theory had largely 
disappeared from ITT courses, a move that can be attributed to the Department of 
Education and Science revised criteria for ITT (DES, 1989) which included 
µµVXEMHFWVWXGLHV¶ µFXUULFXOXPVWXGLHV¶DQGµVXEMHFWVWXGLHVDSSOLFDWLRQ¶, but made 
no mentiRQ RI ZLGHU HGXFDWLRQDO VWXGLHV¶ (Crook, 2002, p. 67). However, its 
disappearance intensified in the late 1990s as Government policy ensured that ITT 
courses became more concerned with implementing government directives, 
OHDGLQJWRDFXUULFXOXPGRPLQDWHGE\µZKDWZRUNV¶UDWKHUWKDQZLWKWKHVWXG\RI
education more broadly (Richardson, 2002, p. 47). This policy change included the 
LPSRVLWLRQ RI µFRPSHWHQFLHV¶ LQ  WRJHWKHU ZLWK D FKDQJH LQ ODQJXDJH IURP
Initial Teacher Education to Initial Teacher Training and documentation that 
UHIHUUHG WR VWXGHQWV DV WUDLQHHV $W 6W +XJK¶V WKH LQWURGXFWLRQ RI WKH QRQ-QTS 
Education Studies programme meant that tutor dissatisfaction with what was 
perceived as ticking boxes and jumping through hoops could be replaced by 
enthusiasm for a more critical and theoretically informed approach, in which 
µEHLQJ D VWXGHQW¶ ZRXOG LQYROYH HQJDJHPHQW ZLWK WKHRU\ DQG FULWLTXH 7KH
PLVPDWFKEHWZHHQVWXGHQWDQGWXWRUSHUFHSWLRQVRIµEHLQJ DVWXGHQW¶LVSHUKDSVQRW
surprising when tutors are embracing newfound freedoms to develop a more 
FULWLFDOFXUULFXOXPDQGVWXGHQWVDUHDQWLFLSDWLQJEHLQJWROGµKRZWRWHDFK¶  
 
                                                 
15
 Teacher Training Agency: former name of the Training and Development Agency for Schools 
(TDA), most recently established as the Teaching Agency in April 2012. 
16
 Office for Standards in Education: the body responsible for the inspection and regulation of 
education provision in schools, colleges, and ITT providers. 
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Richardson (2002, p. 29) notes, in relation to the development of ITT, that 
WKHIDLOXUH WR µQXUWXUHSHGDJRJ\DVDFRUHDQGXQLI\LQJFRPSRQHQWRI the formal 
study of education' contributed to the artificial separation of theory and practice. 
This separation continues to be used by the UK government to justify prioritizing 
school-based training for ITT students, including the claim in the green paper 
Training our next generation of outstanding teachers WKDWVRPHµXQLYHUVLW\EDVHG
WUDLQHHVVHHWKHLUWUDLQLQJDVWRRWKHRUHWLFDO¶(DfE, 2011), although the green paper 
provides no analysis of the value of theory, or consideration of how it might be 
taught in ways that its value could be communicated more clearly. The student 
perception is presented as adequate analysis of theory in their courses, and theory 
is deemed irrelevant compared to the relevance of training programmes led by 
schools. It is interesting that, whilst pedagogical theory is seen as unnecessary, 
subject based theory is valorised in the same document in which a funding model 
is proposed whereby PGCE students with first class degrees would receive higher 
bursaries than those with lower classifications (DfE, 2011). For the UK 
government, being analytical and critical in handling theory is apparently 
important only in disciplinary study, not in relation to pedagogy, which is 
positioned as essentially practical, a craft or skill. Theory and practice are set in 
opposition to each other, but Education Studies brings them together to critique 
SROLF\DQGSUDFWLFHDQGDW6W+XJK¶VWKHGLVWLQFWLRQEHWZHHQ(GXFDWLRQ6WXGLHVDV
a critical practice and ITT courses which are limited to some extent by government 
requirements is seen by Education Studies tutors as a defining attribute of the 
subject. When the 4-year programme became a 3+1 programme, tutors working on 
Education Studies were largely keen to develop the course in a new direction, and 
  40 
institutional staffing changes meant that those who preferred to work within an 
ITT context were able to move to the Primary Education programme. Those who 
UHPDLQHG ZHOFRPHG WKH IUHHGRP WR H[WHQG VWXGHQWV¶ RSSRUWXQLWLHV WR HQJDJH
critically with educational issues. We aimed to prompt students to question their 
own beliefs about education and their own experiences of education, as pupils and 
as adults working in educational establishments. The younger students had known 
nothing but the National Curriculum, testing and targets; we wanted them to see 
that their beliefs, whatever they were, had come from somewhere and to 
understand education as contested. 
 
2.4.2 What is Education Studies?  
When talking about Education Studies departments and the academics 
working in them I am specifically rHIHUULQJWRWKHµQHZ(GXFDWLRQ6WXGLHV¶DWHUP
coined by Bartlett and Burton (2006, p. 7) as they discuss the emerging 
SURJUDPPHV µevolving from the pedagogical background of teacher training and 
being situated in the new universities that are at the forefront of developing wider 
access to HE¶7KHORFDWLRQDQGEDFNJURXQGVRIWKHVWXGHQWVGLVWLQJXLVKWKHVHQew 
Education Studies departments from the established Education departments in 
ROGHUXQLYHUVLWLHVEXWVR WRRGR WKH WXWRUV¶EDFNJURXQGV0DQ\RI WKHDFDGHPLFV
working in new Education Studies had a background in school teaching rather than 
in an academic discipline, and working in teaching intensive institutions limited 
RSSRUWXQLW\WRHQJDJHLQUHVHDUFK$W6W+XJK¶VRXUFRQWUDFWVZHUHSUHGRPLQDQWO\
teaching contracts, and our backgrounds were in teaching, but the new Education 
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Studies courses had fewer contact hours and were about much more than teaching. 
As Bartlett and Burton (2006, p. 7) QRWH µIRU PDQ\ Dcademics their initial 
introduction to the subject [Education Studies] still proves a steep learning curve 
DVWKHLUQHZO\YDOLGDWHGSURJUDPPHVJURZUDSLGO\¶(DFKLQVWLWXWLRQKDGWRJUDSSOH
with questions about the nature of Education Studies, what education as an 
academic subject might include, what theoretical frameworks might inform 
GHYHORSPHQW RI QHZ FRXUVHV DQG DW 6W +XJK¶V ZH ZHUH DOVR VHHNLQJ WR GHFLGH
how to involve ourselves in the research opportunities that had been made possible 
by reduced contact time, and which had become an institutional expectation, 
prompted by the RAE17.  
    
Academics from these new departments formed the British Education 
6WXGLHV $VVRFLDWLRQ %(6$ LQ  DQG WKH DLP DW %(6$¶V ILUVW FRQIHUHQFH LQ
WKDW \HDU ZDV µWR DOORZ Education Studies professionals to share ideas and 
SHUVSHFWLYHV DERXW WKHQDWXUHRI WKH VXEMHFW¶3DSHUVZHUHRUJDQLVHG LQWR WKHPHV
LQFOXGLQJµ:KDWLV(GXFDWLRQ6WXGLHV"¶µ:KDWGLIIHUHQWNLQGVRIFXUULFXOXPGRHV
LWKDYH"¶µ:KDWLVWKHWKHRUHWLFDOEDVLVIRUWKHVXEMHFW"¶DQGµ:KDWLVWKHUROHRI
WKHVXEMHFWGLVFLSOLQHV"¶(BESA, 2005). Similar topics had already been explored 
in journals (Davies & Hogarth, 2002, 2004; Tubbs & Grimes, 2001), and although 
many fruitful questions were raised, prompting much debate, answers were less 
forthcoming and four years later similar questions were still being asked; Patrick 
$LQOH\¶V NH\QRWH VSHHFK DW WKH %(6$ FRQIHUHQFH LQ  ZDV HQWLWOHG µ:KDW
                                                 
17
 Research Assessment Exercise: a national exercise undertaken periodically to assess research 
quality in HEIs (Currently called the REF; Research Excellence Framework) 
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Education StudLHV LV DQG ZKDW LW PLJKW EH¶ DQG KH QRWHG DW WKH RXWVHW WKDW KLV
SUHVHQWDWLRQRIWKHYHUVLRQRI(GXFDWLRQ6WXGLHVLQKLVLQVWLWXWLRQZDVµZLWKRXWDQ\
DVVHUWLRQ RI KRZ W\SLFDO WKLV LV¶ (Ainley, 2009, p. 3). Other papers in the 
FRQIHUHQFH MRXUQDO DVNHG µ+RZ GRHV (GXFDWLRQ 6WXGLHV VHH LWVHOI"¶ (Griffin & 
McDougall, 2009) DQG ORRNHG µ7RZDUGV D GHILQLWLRQ RI (GXFDWLRQ 6WXGLHV¶
(Hodkinson, 2009).  
 
Education Studies, it seems, is hard to define, and the QAA18 benchmark 
statements offer little guidance as to what it might entail. The benchmark 
statements for education were first published in 2000 and were revised in 2007. 
$IWHU WKHYHUVLRQ'DYLHVDQG+RJDUWK¶V (2004, p. 430) evaluation was that; 
µThis rather bland characterization does little to explain or discuss the nature of 
Educational Studies «,t allows a great deal of flexibility as to the way in which 
the field is developed by individual institutions¶%XWWKHFRUROODU\RIVXFKIUHHGRP
was little guidance for those developing courses, and Davies and Hogarth went on 
to argue IRU µbroad parameters of education studies [to avoid] academic 
incoherence, misunderstandings on the part of applicants to degree programmes 
DQGORZVWDWXV¶S+RZHYHUWKHEHQFKPDUNVWDWHPHQWGLGQRWDGGUHVV
their concerns and instead made the heterogeneity of courses explicit:   
There are differing theoretical models for education studies. It can 
EH VHHQ DV D µVXEMHFW¶ GHILQHG E\ LWV FXUULFXOXP FRQWHQW DQG
drawing selectively upon the methods of the contributory 
GLVFLSOLQHV « 2WKHUV UHJDUG HGXFDWLRQ VWXGLHV DV D µGLVFLSOLQH¶
                                                 
18
 Quality Assurance Agency for HE: an independent body responsible for assuring standards in 
UK universities. 
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with its own academic community, its own distinctive discourses 
and methods of enquiry. (QAA, 2007, p. 2) 
 
Debate about the relationship of Education Studies to the contributory 
disciplines can be traced back to R.S. 3HWHUV¶ (1963) inaugural lecture at the 
Institute of Education, London when he sought to bring some structure to the study 
of Education (at that time located within teacher training courses) and claimed 
µHGXFDWLRQ LV QRW DQ DXWRQRPRXV GLVFLSOLQH EXW D ILHOG OLNH SROLWLFV ZKHUH WKH
GLVFLSOLQHV RI KLVWRU\ SKLORVRSK\ SV\FKRORJ\ DQG VRFLRORJ\ KDYH DSSOLFDWLRQ¶
(McCulloch, 2002, p. 200). However, the disciplines were often taught without 
their relevance for education being made clear. Teaching the disciplines separately 
from pedagogy failed to provide a context for the study of sociological, 
psychological, historical or philosophical themes and so they were seen as 
irrelevant for aspiring teachers and had largely disappeared from ITT courses by 
the late 1990s (Burton & Bartlett, 2006; McCulloch, 2002). More importantly in 
recent years, the disciplines were marginalised in response to concerns that a 
government desire to focus more on practical skills would relocate teacher training 
away from the universities and into schools if they appeared to be too theoretical 
(Burton & Bartlett, 2006; Richardson, 2002), a concern that continues to this day. 
Education Studies, however, provides a space for the contributory disciplines in 
the study of education, although their presence and place is contested and in the 
QH[WVHFWLRQ,RXWOLQHWKHGHEDWHDQGSRVLWLRQ6W+XJK¶VZLWhin the field.  
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2.4.3 The presence and place of the contributory disciplines in Education 
Studies 
If Peters (1963, p. 273) in his inaugural lecture was endeavouring to 
RYHUFRPH WKH µXQGLIIHUHQWLDWHG PXVK¶ RI HGXFDWLRQDO WKHRU\ E\ DSSURDFKLQJ Whe 
study of education from disciplinary perspectives, forty years later a similar point 
is made by a number of scholars; Education Studies is in danger of academic 
incoherence as institutions interpret Education Studies in disparate ways, some 
drawing overtly on contributory disciplines and others making an explicit decision 
to reject the disciplines as an overarching structure (Davies & Hogarth, 2004; 
Hodkinson, 2009; Palaiologou, 2010; Ward, 2006). Other departments have no 
clearly articulated theoretical framework on which to draw and Ward (2006, pp. 7-
8) concludes from his research with subject leaders and heads of department or 
faculty in nine HEIs:   
[M]ost found difficulty in responding to the question [about the 
theoretical framework for Education Studies] and did not have to 
hand a ready theoretical model [and] ... while the disciplines are 
included in all programmes, they do not form the most immediate 
theoretical framework for Education Studies in the perception of 
its subject leaders. 
 
Ward draws on %HUQVWHLQ¶V  W\SRORJ\ RI HGXFDWLRQDO NQRZOHdge codes 
(Bernstein, 1974) to describe the approaches taken in the development of 
(GXFDWLRQ 6WXGLHV SURJUDPPHV µFROOHFWLRQ FRGH¶ LQ ZKLFK µdiscrete disciplines 
[are] explicitly identified within the subject¶ DQG µLQWHJUDWLRQ FRGH¶ LQ ZKLFK
µdisciplines permeate the subject, but are not explicitly identified' (Ward 2006, p. 
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7). This difference is exemplified by the following two case studies selected from 
the many different interpretations of Education Studies. Ward (2002, p. 9), in an 
H[DPSOH RI FROOHFWLRQ FRGH LV FOHDU WKDW LQ KLV LQVWLWXWLRQ¶V (GXFDWLRQ 6WXGLHV
programme the disciplines are central: 
[I]t was fundamental to our principles that modules should draw 
rigorously upon all four discLSOLQHVDVPHWKRGVRIDQDO\VLV«It is 
intended, then, that students will have a grasp of the methods in the 
disciplines and to understand the nature of their contribution to 
Education Studies.  
 
In contrast, Tubbs and Grimes (2001, p. 5) exemplify integration code and reject 
any dependence on the disciplines. They describe their Education Studies 
programme and its evolution to a point where it µno longer relies on the integrity 
or otherwise of the disciplines for LWVRZQFRKHUHQFHDQGUHOHYDQFH¶ 
 
If these two alternatives lie at the extremes of the spectrum, the middle 
ground is still shifting, for example Griffin and McDougal (2009, p. 31) describe 
developing an Education Studies dHJUHH WKDW WRRN DQ µLQWHUGLVFLSOLQDU\ WKHPDWLF
DQG KLJKO\ UHIOHFWLYH DSSURDFK¶ LQFOXGLQJ D GHOLEHUDWH LQWHQWLRQ QRW WR µWUDLQ¶ 
students in the existing discourses of the disciplines. Yet they report in first-year 
ZRUN µWKH ³XQJURXQGHG´ QDWXUH RI VWXGent reflections ... isolated and abstracted 
from any critical, analytical or reseDUFKSHUVSHFWLYH¶LELGDQGLGHQWLI\WKHQHHGWR
revise their programme to include a new module designed to introduce the 
disciplines explicitly to the first-year students. As Burton and Bartlett (2006, p. 
394) FRQFOXGHµParadoxically « Education Studies is only able to lay claim to its 
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discrete subject status as a consequence of drawing upon the intellectual tools and 
analytical perspectives proYLGHGE\WKHVHURRWGLVFLSOLQHV¶:LWKRXW the analytical 
framework of the disciplines, it is not clear what analytical tools Education Studies 
academics or students should draw on. Whether or not the contributory disciplines 
are explicitly taught, they are necessary to provide analytical perspectives.  
 
$W6W+XJK¶VWKHFRQWULEXWRU\GLVFLSOLQHVDUHLQWHJUDWHGLnto the Education 
Studies course. Many, but not all modules can be identified as being grounded in 
one of the contributory disciplines, but they are education-centred rather than 
discipline-centred and there is no explicit introduction to disciplinary discourses. 
Rather, students are encouraged to focus on the educational issues and to examine 
how, for example, psychological or sociological theory can support understanding 
and analysis of that educational issue. This reflects the backgrounds of the tutors 
who have all taught in the UK state primary or secondary sector and see 
themselves as educators with an interest or expertise in a specific discipline rather 
than as members of an academic discipline applying disciplinary knowledge to 
education. But this raises questions about what it means to be an academic or 
VWXGHQW ZLWKLQ (GXFDWLRQ 6WXGLHV DQG ZKHWKHU RU QRW DQ\ GLVWLQFWLYH µZD\V RI
WKLQNLQJ DQG SUDFWLVLQJ¶ FDQ EH LGHQWLILHG 0F&XQH DQG +RXQVHOO (2005, p. 275) 
XVH µZD\VRI WKLQNLQJDQGSUDFWLVLQJ¶ WRGHVFULEHGLVFLSOLQDry or subject specific 
ways of engaging with subject content and suggest that it might include:   
coming to terms with particular understandings, forms of 
discourse, values or ways of acting which are regarded as central to 
graduate-level mastery of a discLSOLQH RU VXEMHFW DUHD «
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[potentially] anything that students learn which helps them to 
develop a sense of what it might mean to be a part of a particular 
disciplinary community.  
 
In the next section I discuss how ways of thinking and practising can be framed for 
Education Studies.    
 
2.4.4 Ways of thinking and practising in Education Studies 
Given the different disciplinary influences, it might seem an impossible 
task to define ways of thinking and practising in Education Studies. Courses from 
different institutions are diverse and Ward (2006, p. 13) notes the tension arising 
from the need tR µestablish Education Studies unique methods which are not 
simply a collection of disciplinary silos¶. However, he makes no suggestion about 
ZKDWWKHVHµXQLTXHPHWKRGV¶PLJKWORRNOLNHDQG3DODLRORJRX(2010) presents an 
DOWHUQDWLYHPRGHOLQZKLFKUDWKHUWKDQVHHNLQJQHZµPHWKRGV¶VKHSURSRVHVDQHZ
ZD\ RI XVLQJ H[LVWLQJ ZD\V RI WKLQNLQJ DQG SUDFWLVLQJ 6KH SURSRVHV D µWrans-
GLVFLSOLQDU\DSSURDFK¶ZKHUHGLVFLSOLQHVDUHEURXJKWWRJHWKHUVRWKDWQHZZD\VRI
working can emerge rather than different theoretical perspectives being used in 
parallel. Like Ward, she does not explore what this might look like in practice, 
nevertheless, her suggestion that the disciplines might provide a basic toolkit 
which Education Studies can use in new ways is an appealing one. Such an 
approach places the spotlight on Education Studies and educational issues: the 
contributory disciplines can help to illuminate educational issues, but they do not 
dictate how they should be understood.  
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Although Palaiologou (2010) presents trans-disciplinarity as a new 
phenomenon in Education Studies, I suspect that, rather, it is a new analysis, and 
new terminology for a pragmatic approach that already underpins most Education 
6WXGLHV GHSDUWPHQWV LQFOXGLQJ 6W +XJK¶V :KDWHYHU Wheoretical frameworks are 
employed in relation to educational issues, what defines the Education Studies 
community is critical analysis of educational phenomena (Burton & Bartlett, 2006; 
Hodkinson, 2009), and this provides a starting point for the illumination of ways 
of thinking and practising in Education Studies.  
 
Anderson and Hounsell (2007, p. 466) propose a list of ways of thinking 
and practising in History based on interviews with history academics, which 
reflect critical engagement with historical phenomena. Although they are 
presented as disciplinary specific, I reproduce them here, substituting education for 
history: 
x Appreciation of education as socially constructed and contested 
x Skilled interpretation/ synthesis/ evaluation of educational evidence 
x Placing particular topics within broader contexts 
x Alertness to interconnections among phenomena 
x Ability to view events and issues from different perspectives 
x 5HDGLQHVVWRVHSDUDWHRXWRQH¶VRZQSUeconceptions 
x Communicating representations of subject matter in appropriate forms of 
expression and argument 
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These ways of thinking and practising underpin a critical approach to 
educational issues and I suspect that, were Education Studies academics asked to 
define the ways of thinking and practising in Education Studies their responses 
would not be very different from those that I have created above. I additionally 
believe that other subjects could be substituted for history without causing too 
much disagreement amongst scholars: interpretation, synthesis and evaluation of 
evidence, placing topics in the broader context, being alert to interconnections 
among phenomena and viewing events and issues from different perspectives are 
applicable across the academy. Although the specific nature of these attributes 
might look different in different subjects, my substitution indicates that core 
elements of thinking and practising in HE are perhaps more common across 
disciplinary boundaries than is sometimes suggested in the current concern for 
disciplinarity. Education Studies may be approached from different disciplinary 
perspectives, and written from those perspectives, using different literacy 
SUDFWLFHV KRZHYHU ZKHQ DQDO\VLV LV DW WKH OHYHO RI µZD\V RI WKLQNLQJ and 
SUDFWLVLQJ¶WKHUHZRXOGEHOLWWOHGLVDJUHHPHQW 
 
Disciplines can be characterised as communities of practice, since their 
ways of thinking and practising define the community (Jones, 2009; Parker, 2002). 
Although Education Studies is perhaps best described as a field, rather than as a 
discipline, the ways of thinking and practising outlined above provide a framework 
for understanding the Education Studies community of practice, whilst recognising 
that these things might look different in different departments. Later in the thesis 
when I talk about the Education Studies community of practice I am referring 
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VSHFLILFDOO\WRWKHµQHZ(GXFDWLRQ6WXGLHV¶$OWKRXJKVRPHZD\VRIWKLQNLQJDQG
practising identified are, I believe, shared with those in established departments in 
older universities, our newness, our location in primarily Post-9219 institutions, our 
students and our background in teaching, for the time being at any rate, position us 
differently in the academic community.  
 
,WZDVZLWKLQWKHFRQWH[WRIWKH(GXFDWLRQ6WXGLHVGHSDUWPHQWDW6W+XJK¶V
that I planned and implemented the module that is the focus of my research. 
Although the module was psychology-based, it was not a psychology module. 
Rather, I hoped that students would use the content of the module to begin to 
question their taken for granted assumptions about learning, and critically examine 
the education that they had experienced as pupils and that they observed on 
placement in a Primary school. Additionally, academic literacy practice would be 
threaded through the module, embedded within the subject content so that students 
who had little knowledge of what HE would require of them could be supported 
through the transition. The module and its ongoing development following the 
pilot study is described in Chapter 5, but first I explain the theoretical frameworks 
that guided my thinking as I planned the intervention, gathered data and developed 
my analytical approach (Chapter 3) and the methodology underpinning my 
research (Chapter 4).  
                                                 
19
 HE Institutions awarded university (or university college) status since 1992 
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Chapter 3 
Theoretical Framework: Academic Literacies and Communities of 
Practice 
3.1 Introduction 
I have found the metaphor of students as strangers in the foreign land of 
HE helpful for understanding the confusion experienced by many new 
undergraduates, and recently Turner (2011, p. 41) has suggested that µLanguaging 
in the academy is for many like learning to operate in a foreign language, whether 
or not the language is foUHLJQ¶ 6tudents have first to realize that they are in a 
foreign land; that the literacy practices of the academy are something different 
from that with which they are familiar, and literacy practices that were successful 
in previous study contexts will not necessarily be successful in the university 
context.  
 
Academic Literacies research conceptualises academic writing, not as a 
relatively simple technical skill but, as a social practice embedded in a particular 
academic context and this helps to explain why so many students find the 
transition to HE difficult. Literary practices reflect the wider practices of the 
community, for example, how it constructs meaning, makes judgments and 
determines what counts as valuable knowledge.  
 
In this chapter I introduce Academic Literacies as a theoretical framework 
and then explain how I have used the framework to understand the difficulties 
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faced by new undergraduates in µEHLQJDQGEHFRPLQJ¶ students and to inform my 
pedagogical approach. Two key themes emerge in the discussion of Academic 
Literacies: identity and power. , GLVFXVVKRZ WKHZULWHU¶V LGHQWLW\ IRUPDWLRQDQG
power relations operating within a particular academic context can make it 
difficult for students to appropriate academic literacy practices. I also discuss why, 
despite the potential for exclusion inherent in identity and power relations, I do not 
seek to reject academic literacy practices. Rather I aim to support student 
participation in practice so that those who might otherwise be excluded can 
construct identities as participants and be empowered through their participation.  
 
The importance of participation is further explored as I discuss why many 
students struggle to understand what it is that they are required to do in order to 
succeed. Making requirements explicit does not necessarily lead students to 
construct meanings which match those of their tutors. There is a limit to what can 
be made explicit and I explain how the relationship between abstract and 
experiential knowledge leads me to propose a practice-based pedagogical 
approach in which students engage collaboratively in academic literacy practices.  
 
7KURXJKRXW WKH HDUO\ SDUW RI WKH FKDSWHU , XVH µDFDGHPLF FRPPXQLW\¶
unproblematically, and this is addressed in the second half of the chapter where I 
discuss different ways that the academic community can be understood and 
explain my justification for positioning students as members of the academic 
community. I show how Communities of Practice (Lave & Wenger, 1991; 
Wenger, 1998), a theoretical framework which places the analytical lens on 
  53 
participation, allows understanding of what students do, what they know and their 
identity positions. I explain how these three domains of learning- doing, knowing 
and being- form the basis for my research questions and structure my analysis.   
 
3.2 Academic Literacies  
For all first-year students the undergraduate context is new and so they 
must learn new ways of writing, which many find difficult (Clark & Ivanic, 1997; 
Ivanic, 1998; Lea, 1994; 2004; Lillis, 2001; Lillis & Turner, 2001; Read et al., 
2001; Somerville & Creme, 2005; Wingate, 2006) Responding to this difficulty, 
most HEIs have dedicated units offering support for literacy and other learning 
needs, which sit outside the disciplinary departments. Traditionally, departments 
KDYH RIIHUHG JHQHULF LQGXFWLRQ DQG µVWXG\ VNLOOV¶ D PRGHO WKDW LV EDVHG RQ D
technical view of literacy which focuses on acquiring skills which, it is assumed, 
will be transferable once learnt. However, following Lea and Street (1998) a 
growing body of scholars, including some institutional learning support 
GHSDUWPHQWVQRZFODLPWKDWVWXG\VNLOOVSUHVHQWVDQLQDGHTXDWHµGHILFLW¶model of 
students based on assumptions that difficulties with literacy can be solved 
XQSUREOHPDWLFDOO\E\WKHOHDUQLQJDGYLVRULGHQWLI\LQJDQGUHPHG\LQJWKHVWXGHQW¶V
GHILFLHQFLHV 7KH\ DOVR GUDZ DWWHQWLRQ WR OLPLWDWLRQV LQ WKH µVRFLDOLVDWLRQ¶ PRGHO
which, LQVHHNLQJWRLQGXFWVWXGHQWVLQWRWKHDFDGHP\µDSSHDUVWRDVVXPHWKDWWKH
DFDGHP\LVD UHODWLYHO\KRPRJHQHRXVFXOWXUH«>DQG@ WHQGV WR WUHDWZULWLQJDVD
WUDQVSDUHQWPHGLXPRIUHSUHVHQWDWLRQ¶(Lea and Street, 1998, p. 158). Instead they 
draw on Academic Literacies research which recognises that literacy practices 
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cannot be divorced from the construction of meaning within a subject, and 
therefore cannot be reduced to generic skills (Gimenez, 2008; Haggis, 2004, 2006; 
Lea, 2004; Lea & Street, 1998; 2000; Lillis, 2001; Saltmarsh & Saltmarsh, 2008; 
Stierer, 2000; Wingate, 2007).  
 
3.2.1 The contribution of New Literacy Studies 
Academic Literacies research needs to be contextualised within the broader 
field of New Literacy Studies (NLS). NLS arose from within a wider movement in 
the 1980s, reaching across disciplinary boundaries. This movement was informed 
by a wide range of theory, in particular sociocultural theory in the social sciences 
and post-structural approaches in the humanities, and was part of a move away 
from behaviourism and cognitivism and towards an examination of people within 
their environments interacting with each other and the artefacts of their society 
(Gee, 2000; Haggis, 2009; Lea, 1998). As part of this wider movement, NLS 
shifted the focus from particular literacy skills acquired to the use of literacy in 
social and cultural contexts, based on anthropological and ethnographic studies of 
how literacies are learned, used and understood in different contexts. Such 
FRQWH[WV UDQJH IURP 6WUHHW¶V (1984) seminal work on the learning of literacy 
practices in religious schools in Iran, to working-class children in small town 
America (Heath, 1996) and the Amish community in America (Fishman, 1991), 
demonstrating how literacy practices reflect beliefs, values and ideological 
assumptions that are rarely made explicit. From the NLS perspective, Street (1984, 
p. 43) DUJXHV WKDW OLWHUDF\ µLVDOZD\V HPEHGGHG LQ VRPHVRFLDO IRUP«DQG LW LV
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DOZD\VOHDUQW LQUHODWLRQWR WKRVHXVHVLQVSHFLILFVRFLDOFRQGLWLRQV¶+HFRQWUDVWV
this µLGHRORJLFDO PRGHO¶ LQ ZKLFK LW LV UHFRJQLVHG WKDW GLIIHUHQW LGHRORJLFDO
SRVLWLRQVZLOOSULYLOHJHGLIIHUHQWOLWHUDF\SUDFWLFHVZLWKWKHµDXWRQRPRXVPRGHO¶
in which literacy is seen as unitary, communicating unchanging meaning which 
will mean the same to the reader as it meant to the writer (Lillis, 2001; Street & 
Lefstein, 2007). If literacy is understood not as a transparent form of 
communication but rather as a social practice which is embedded within power 
relations and cultural practices, historically situated and dynamic (Barton & 
Hamilton, 2000) WKHQ WKHUH LVQRVLQJOHµDFDGHPLF OLWHUDF\¶Eut many, reflecting 
different subject and disciplinary cultural practices and epistemological positions.  
  
3.2.2 Disciplines and epistemological distinctions  
Academic Literacies literature often focuses on the disciplinary level and is 
concerned with the relationship between the nature of knowledge in a discipline 
and how that knowledge can be written about; acceptable ways to write about 
knowledge are determined by how the discipline constructs meaning and the 
underlying epistemology (Baynham, 2000; Gimenez, 2012; Hoadley-Maidment, 
2000; Ivanic & Simpson, 1990; Lea, 2004; Lea & Street, 1998; 2006; Northedge, 
2003; Wingate, 2007). For example, empiricist scientists will tend to write in 
terms of cause and effect, and present a unitary reality, whereas postmodernist 
feminists will tend to write in terms of discourse and power relations, and 
recognise multiple realities. However, there is no simple relationship between 
disciplines and academic literacies; even within a single discipline there may be 
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different contexts and epistemological positions which privilege different 
academic literacies. The disciplinary level may not always be the most helpful 
level of analysis. For example, the Biology student writing a lab report and writing 
a review of a journal article must use different literacy practices, and for all 
students, different epistemological positions may be reflected from module to 
module or even from assignment to assignment. This is particularly apparent in a 
subject such as Education Studies since different disciplinary literacy practice may 
come to the fore at different times and Education Studies is written in different 
ways for different purposes. 
 
Whilst it is possible to examine academic literacies at the µPLFUR¶OHYHORI
module or assignment, and focus on difference, it is also possible to draw back to a 
EURDGHUµDFDGHPLF¶OHYHO$IRFXVRQGLVFLSOLQDU\RUVXEMHFWGLVFRXUVHFDQFRQFHDO
the commonalities (Ivanic, 1998), and Barnett (1997, p. 31) claims that all 
academics subscribe to the same set of rules for rational life, whether they realise 
it or not; 'Their overt discourse and their elaborated code vary; but these are just 
surface phenomena'. Common elements can be identified across disciplines and it 
LVSRVVLEOHWRUHFRJQLVHDVµDFDGHPLF¶WKHZULWLQJLQMRXUQDOVDVGLYHUVHDVNature 
and Gender and Education. The epistemologies underpinning the writing may 
vary, the methodological approaches will differ, the writing may be more or less 
µREMHFWLYH¶ EXW WKH\ DUH ERWK UHFRJQLVDEOH DV DFDGHPLF 7KH GLIIHUHQW DFDGHPLF
literacies are located within the current socio-historic context of the academy, and 
academic practice more broadly. By identifying whatever it is that makes HE (in 
DOO LWVJXLVHVµKLJKHU¶ LW LVSRVVLEOHWRSURYLGHWKHEURDGFRQWH[WIRUZULWLQJWKDW
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FDQ EH GHHPHG µDFDGHPLF¶ DQG WR GHILQH VKDUHG FKDUDFWHULVWLFV RI DFademic 
literacies.  
 
$OWKRXJKµDFDGHPLF¶PD\ORRNGLIIHUHQWLQGLIIHUHQWGLVFLSOLQDU\FRQWH[WV
the over-DUFKLQJ UHTXLUHPHQW IRU µFULWLFDO WKLQNLQJ¶ LV FRPPRQ DQG LV RIWHQ
SUHVHQWHG DV EHLQJ ZKDW PDNHV +( µKLJKHU¶ (Hammer & Green, 2011; Marshall 
and Case, 2005; Moon, 2005). While there is some variation in how scholars 
describe critical thinking, there is agreement that it involves argument based on 
evidence (Clark & Ivanic, 1997; Graff, 2003; Jones, 2009; Stierer, 2000). The 
academic context provides a µFXOWXUHRILGHDVDQGDUJXPHQWV¶(Graff, 2003, p. 2) in 
which analysis, criticism, XVH RI HYLGHQFH DQG DUJXPHQW WKH µWUDGLWLRQDO
LQWHOOHFWXDOFRPSHWHQFLHVRIWKHDFDGHP\¶FDQEHGHPRQVWUDWHG(Stierer, 2000, p. 
180) ,Q WKH VDPH ZD\ WKDW µZD\V RI WKLQNLQJ DQG SUDFWLVLQJ¶ UHSUHVHQW D VKDUHG
understanding of critical engagement that is nevertheless applied differently in 
different disciplinary contexts, these competencies demonstrate the academic 
practices underpinning academic literacies and there is wide acceptance that these 
characteristics are intrinsic to academic writing as shown by their presence in 
national credit level descriptors (SEEC, 2003).  
 
Whether approaching academic writing at the level of discipline, module or 
assignment, different academic contexts will demand that these characteristics are 
demonstrated in particular ways, and so academic literacy practice needs to be 
learned within the context of the subject being studied. Different contexts for 
writing also entail different identity positions. For example, the science student 
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PLJKWFRQVWUXFWDQLGHQWLW\LQFOXGLQJµLPSDUWLDOVHHNHURIWUXWK¶ZKLOHWKHJHQGHU
studies student might construct an identity including µSDUWLDO VHHNHU RI MXVWLFH¶
identities which reflect the epistemological positions of their subject. Yet, 
disciplinary distinctions aside, all academic writing entails taking up a position as 
µDFDGHPLF¶DSRVLWLRQZKLFKPLJKWQRWILWHDVLO\ZLWKH[LVWLQJ identity positions. 
 
3.2.3 Academic literacies: a clash of identities?  
Students can see academic literacy practices as alien, as being activity that 
people with other identities than their own would take part in, and some students 
find the requirement to ZULWHZLWKDQDFDGHPLFµYRLFH¶FRQIOLFWVZLWKWKHZD\VWKDW
they would choose to portray the self through writing:  
Writing is an act of identity in which people align themselves with 
socio-culturally shaped possibilities for self-hood, playing their 
part in reproducing or challenging dominant practices and 
discourses, and the values, beliefs and interests which they 
embody. (Ivanic, 1998, p. 32)  
        
,YDQLFVXJJHVWV WKDW WKHµVHOI¶VWXGHQWVZLVK WRSRUWUD\ WKURXJK WKHLUZULWLQJPD\
EH µRWKHU¶ WKDQ WKDW Vupported by the academic literacy practices in which they 
must participate. In particular, she sees certain raced and classed identities as being 
excluded by academic writing, and argues that academic literacy practices are 
privileged because it is in the interest of those in power to sustain them.  
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$QXPEHURIDXWKRUVUHFRUGVWXGHQWV¶UHVLVWDQFHWRKDYLQJWRZULWHLQZD\V
that compromise their identities and make them feel that they are using an 
inauthentic voice (Burn & Finnigan, 2003; Ivanic, 1998; Lillis, 2001), and reveal 
significant negative outcomes for the students: Ivanic (1998, p. 168) describes a 
VWXGHQWFDOOHG5DFKHOZKRµKDGGLIILFXOW\LQSOD\LQJWKHVHJDPHVDQGVDGO\HYHQ
more difficulty in challenging the conventions and presenting herself as she ideally 
ZRXOGOLNHWRDSSHDU¶/LOOLV(2001, p. 104) quotes another student, Sara, as saying, 
µ%XWWKH\¶UHQRWFKDQJLQJPHDUHWKH\"µ&DXVH,¶YHJRWP\RZQYLHZV¶DQGWKHQ
JRHV RQ WR QRWH WKDW µVKH GHFLGHG WR OHDYH +( EHFDXVH VKH IHOW WKHUH ZDV OLWWOH
VSDFHIRUKHUDQGKHU LQWHUHVWV¶ LELG ,WDSSHDUV WKDW5DFKHODQG6DUDFRXOGQRW
DFFHSW µDFDGHPLF¶ as an aspect of their identities, and the same sense of 
incompatibility of an academic identity with existing identity positions is 
presented by Bowl (2001, p. 158), who asks whether a group of black, working-
class, mature women studHQWV VXUYLYHG WKHLU FRXUVHV EHFDXVH WKH\ µDGRSW>HG@
FRSLQJ VWUDWHJLHV ZKLFK LQYROYH>G@ GHQ\LQJ RU VXEPHUJLQJ WKHLU CUHDO OLIH¶
LGHQWLWLHV¶ 
 
Although I accept the conflict inherent in having to write with what feels 
like an inauthentic voice, I question tKHSHUFHSWLRQDPRQJVRPHWKDWDQµDFDGHPLF¶
LGHQWLW\ LV QHFHVVDULO\ µPLGGOH-FODVV¶ (Burke, 2005; Leathwood & O'Connell, 
2003). An academic identity need not be incompatible with a working-class, black 
or mature identity. Brine and Waller (2004, p. 97) in their work with mature access 
VWXGHQWV FRQFOXGH µZH FKDOOHQJH WKH DVVXPSWLRQ WKDW D FKDQJLQJ OHDUQHU LGHQWLW\
QHFHVVLWDWHV D FRUUHVSRQGLQJ VKLIWLQJ FODVV LGHQWLW\¶ ,GHQWLWLHV DUH DOZD\V LQ
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progress, reflecting different aspects of the self at different times and in different 
FRQWH[WV µThe UHIOH[LYH SURMHFW RI WKH VHOI « consists in the sustaining of 
coherent, yet continuously UHYLVHGELRJUDSKLFDOQDUUDWLYHV¶ (Giddens, 1991, p. 5).  
 
,WDSSHDUVWKDWWKHVWXGHQWVLQ%ULQHDQG:DOOHU¶VVWXG\ZHUHPRUHDGHSWDW
rHYLVLQJDQG VXVWDLQLQJFRKHUHQWELRJUDSKLFDO QDUUDWLYHV WKDQ WKRVH LQ /LOOLV¶ DQG
,YDQLF¶V VWXGLHV DQG RWKHU UHVHDUFK VXJJHVWV WKDW WKH DELOLW\ WR PDQDJH K\EULG
identities might be a significant factor in student resilience. Working-class 
students who, unlike Sara, were continuing with their courses are described as 
engaging in identity work, deconstructing and reconstructing identity positions; 
µ6RPHGLVWDQFHWKHPVHOYHVIURPWKHROGYHUVLRQEXWPRVWVHHNWRPDQDJHPXOWLSOH
versions of themselves, creating K\EULGLGHQWLWLHV¶(Crozier & Reay, 2008, p. 3). 
 
Pedagogical approaches that enable identity shift in relation to the 
DFDGHPLF DV OHDUQHU DQG NQRZHU FRXOG FRQWULEXWH WR VWXGHQWV¶ RQJRLQJ
FRQVWUXFWLRQRIWKHVHOIDVµDFDGHPLF¶DORQJVLGHWKHPDQ\DQGYDULHGRWKHUDVSHFWV
of their ever-changing identities. Such an approach could help students to 
disentanJOH µDFDGHPLF¶ IURP µPLGGOH FODVV¶ DQG PLJKW EHVWRZ RQ WKHP WKH
confidence and power to act in a world usually dominated by the middle classes. 
From this perspective informed by social justice, tutors should prioritise attempts 
to make it possible for all students to begin to construct the self as academic, 
recognising that academic identity can exist alongside black, working-class, 
female or any other raced, classed or gendered identity. HE can then contribute to 
a transformation of being, addressing growing concerns that in focusing on what 
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students know and can do, HE has tended to marginalise the question of who 
students are becoming (Barnett, 2007; Dall'Alba & Barnacle, 2007).  
 
Academic literacy practices need not be seen as undermining student 
identities, rather as offering possibilities for new ways of being, alongside existing 
ways of being. Ivanic (1998, p. 67) claims that students are in a vicious circle in 
ZKLFK µIn order to take on these new aspects to their identities, they need to 
engage in these practices; in order to engage in these practices they need to be 
people of this sort¶ <HW , VHH SRVVLELOLWLHV IRU D YLUWXRXV FLUFOH SHGDJRJLFDO
approaches that support student participation in practice help them begin to see 
WKHPVHOYHV DV µSHRSOH RI WKLV VRUW¶ WKHLU QHZ LGHQWLW\ SRVLWLRQ DV µDFDGHPLF¶
supporting greater participation in academic practice. Through academic 
engagement, new possibilities for identity can emerge as the student takes up 
academic discourses as though they were their own, in an ongoing process of self 
formation where identity is constantly under negotiation. 
 
Many authors express concern that academic literacies are privileged 
(Clark & Ivanic, 1997; Lea and Stierer, 2000; Read et al., 2001; Satterthwaite, 
2003): their power to define what counts as knowledge and how it can be said is 
seen as reinforcing existing power relations and reproducing social inequalities by 
privileging those already familiar with academic literacy practices and positioning 
WKRVHQRWDOUHDG\ IDPLOLDUZLWK WKHGLVFRXUVHDV µRWKHU¶ (Burn & Finnigan, 2003; 
Street, 1984). However, if students can be helped to access those practices and to 
position themselves as academic (or potentially academic) the power that resides 
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in academic literacy practices can be something they aspire to rather than 
something that excludes.  
 
3.2.4 Academic Literacies: power and privilege 
Academic literacy practices are embedded in academic sociocultural 
contexts, including power relations, disciplinary discourses and institutional 
practices (Clark & Ivanic, 1997; Lea and Street, 1998; Lillis, 2001; McKenna, 
2003; Stierer, 2000). The nature of discourses employed in HE define what is and 
is not scholarly and determine what is said, and how it can be said, in a given 
academic context; abstract propositional knowledge is privileged and academic 
writing often includes stylistic characteristics such as long noun-phrases, abstract 
nouns, passive verbs and front-loaded sentences, and it often portrays the writer as 
objective and impersonal through the use of the third person (Clark & Ivanic, 
1997; David, 2007; Haggis, 2006; Ivanic & Simpson, 1990; Lillis and Turner, 
2001). However, from an Academic Literacies perspective, the ways of writing 
deemed acceptable merely reflect the socio-historic development of academic 
writing and they are contested. 
 
Clark and Ivanic (1997) claim that it is possible to reject sociocultural 
conventions and expectations, and cite the successes of playwright Trevor 
Griffiths and poet Benjamin Zephaniah, who have challenged the dominant 
discourse in their fields in order to JLYHYDOXHWRµRWKHU¶ZD\VRIZULWLQJ+RZHYHU
in their argument for challenge and change they acknowledge that: 
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There is a difficult tension between, on the one hand, enabling 
learner writers to access the powerful forms of language and 
writing so that they develop the cultural capital that is perceived as 
necessary for success in education and in the world beyond school 
or university, and, on the other hand, opening up for them the 
possibility of challenging those prescriptions. (Clark & Ivanic, 
1997, p. 240) 
 
In my opinion, there is an obligation on tutors to give students access to privileged 
IRUPVRIOLWHUDF\DQGWKHDVVRFLDWHGFXOWXUDOFDSLWDODQG,WDNH*UDII¶VYLHZ(2003, 
p. 248) that:  
We ought not to pretend to give people access to this [academic] 
power by admitting them to college and then prevent them from 
really attaining it by not admitting them into the academic 
discourse communLW\ « WHDFKHUV ZKR IDLO WR WHDFK DFDGHPLF
discourse are withholding a form of power that they themselves 
take for granted.   
 
I believe that HEIs have a responsibility to show to students possibilities 
that they did not know existed and to support them in accessing powerful ways of 
knowing, doing and being. Established playwrights, poets and academics can 
make a conscious choice to write in a non-standard way only because they already 
understand the alternatives available and the consequences of choosing to use a 
particular written form in preference to another. Such choices might consequently 
lead to alternative literacies being deemed acceptable; for example, although for 
many years academic texts were written in the third person, many academics, 
including feminist writers, now choose to write in the first person, making their 
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value positions and subjectivities explicit and arguing that using an impersonal 
µREMHFWLYH¶ YRLFH PHUHO\ VHHNV WR GHQ\ WKH VXEMHFWLYLW\ LQKHUHQW LQ DOO UHVHDUFK
(Bryman, 2004; Francis & Skelton, 2005; Ivanic & Simpson, 1990; Marshall & 
Young, 2006). In this example feminist scholars introduced alternative literacy 
practices that reflected their ideological positions, including a rejection of 
hegemonic power relations and cultural practices. However, they could only make 
such a choice because they already enjoyed the power associated with their status 
within their academic community. As English (2011, p. 208) DFNQRZOHGJHVµLWLV
RQO\WKHSRZHUIXOZKRFDQFKDOOHQJHJHQUHFRQYHQWLRQV¶ 
 
If participation in academic literacy practices conveys privilege and power, 
those who already possess that privilege and power cannot decide for others that 
they do not need it; students themselves can make the choice to reject academic 
literacies only once they understand what it is they are rejecting, and the possible 
consequences of making that choice. Furthermore, access to the literacy practices 
of a given community gives insight into the ways of thinking and practising of that 
community. Whilst I would not disagree with Wingate (2007), who argues that 
students need to understand the academic discourse of the discipline and the 
underlying epistemology in order to write essays, the reverse is also true; students 
need to write in order to understand the discourse of the discipline and the 
underlying epistemology.  
 
If literacy practices are embedded in particular social contexts, in learning 
to write in an academic way, students are also learning the ways of thinking 
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associated with that academic context. Writing is not simply the representation of 
thought; it is part of the thinking process and a way to construct knowledge 
(Bloxham & West, 2007; Britton, 1980; Clark & Ivanic, 1997; Kamler & 
Thomson, 2004; Richardson, 1998; Somerville & Creme, 2005; Wingate, 2006). 
From this perspective, academic literacies are not just culturally constructed 
conventions; they are a way of beginning to understand academic culture, 
discourse and ways of constructing meaning. Students are not simply practising 
academic literacies because they must; they are practising them because academic 
literacies give insight into academic ways of knowing. 
 
Practising academic literacies is therefore intrinsic to the project of being 
and becoming a student. However, as noted previously, many students experience 
difficulties with academic reading and writing. In the next section I discuss those 
problems and explain how Academic Literacies research leads me to propose a 
µSHGDJRJ\ RI DFDGHPLF SUDFWLFH¶ D SHGDJRJLFDO DSSURDFK LQ ZKLFK VWXGHQWV
participate in collaborative academic literacy practice in teaching time. Although 
such an approach would not be at odds with an academic socialisation perspective, 
RUµ:ULWLQJ LQ WKHGLVFLSOLQHV¶ :,'DQDSSURDFKSRSXODU LQ WKH86$LQZKLFK
writing development is embedded within subject teaching (McKenna, 2003; 
Mitchell, 2010; Somerville & Creme, 2005), the principles underpinning decisions 
are informed by Academic Literacies rather than an academic socialisation or WID 
perspective. In particular, I take account RI WKH LPSRUWDQFH RI VWXGHQWV¶ LGHQWLW\
positions, and a concern for power relations has informed my approach. I also seek 
to problematise literacy practices, rather than to simply present them as genres to 
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be acquired as socialisation and WID approaches tend to do. However, the 
problematisation of literacy practices is implicit, through an approach that invites 
discussion and exploration, rather than as an explicit element of the approach. I 
take this approach in the belief that the priority for new undergraduates is to 
recognise that literacy practices of the academy will be different from what they 
have previously encountered, and to explore them in specific contexts. As Lillis 
(2001, p. 166) QRWHVWKHUHLVDWHQVLRQEHWZHHQµSHGDJRJ\ZKLFKVHHNVWRSURYLGH
students access to the privileged syPEROLFUHVRXUFHVRI+(«ZKLOVWDWWKHVDPH
WLPH SUREOHPDWLVLQJ VXFK UHVRXUFHV¶ 7KHUH LV D WLPH WR H[SOLFLWO\ DGGUHVV WKRVH
tensions with undergraduates, as I explain in chapter 9, but I do not believe that the 
first semester of the first year is the right time.  
 
3.3 'HYHORSLQJDµSHGDJRJ\RIDFDGHPLFSUDFWLFH¶ 
Despite assignment briefs and written assessment criteria, many students 
experience difficulty interpreting what it is that they need to do to be successful in 
their assignments (Bloxham & West, 2007; Ivanic et al., 2000; O'Donovan et al., 
2004). Moreover, Lea & Street (1998, 2000) describe how tutors themselves can 
find it hard to be explicit about what constitutes a good piece of writing, are not 
DOZD\VFOHDUDERXWZKDWWHUPVVXFKDVµVWUXFWXUH¶DQGµDUJXPHQW¶PHDQ and do not 
recognise that they can mean different things in different contexts, a phenomenon 
also noted by Parry (1998) in relation to doctoral students and their supervisors.  
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Much tutor knowledge is implicit, their understandings of what is 
DFFHSWDEOH µbound by their own individual, disciplinary perspective¶ (Lea and 
Street, 1998, p. 162). Student problems with writing reflect problems with 
accessing the cultural practices and beliefs of the particular academic community 
within which literacy practices are embedded. Difficulties with academic literacy 
can be recast as difficulties with academic practice more broadly, including those 
HOHPHQWVRIDFDGHPLFSUDFWLFHQRWHGSUHYLRXVO\DVµFRPSHWHQFLHVRIWKHDFDGHP\¶
analysis, criticism, evidence and argument as practiced within specific academic 
contexts. However, there are also other cultural practices reflecting beliefs about 
learning and study that Cant and Watts (2007, p. 9) call the µEUHDG DQG EXWWHU 
SUDFWLFHV RI DFDGHPLF OLIH¶ VXFK DV DFFHVVLQJ WH[WV QRWH-taking, managing time, 
independent research, and attending, listening to and partaking in lectures and 
VHPLQDUV0\XVHRIµDFDGHPLFSUDFWLFH¶UHIHUVWRERWKRIWKHVHW\SHVRISUDFWLFH
and indeed any other practices which a community of scholars might engage in as 
part of their study, for example the specific practical technique that the scientist 
must perfect, and the painstaking search of an archive that the historian must 
undertake. When those students for whom the academic cultural context is 
unfamiliar encounter academic practice of any kind, there is no guarantee that they 
will understand it in the ways that their tutors do.   
 
Tutors have understandings about the purpose of study and what it means 
WR HQJDJH LQ DFDGHPLFSUDFWLFHV EXW VWXGHQWV¶SHUFHSWLRQV FDQEHGLIIHUHQW IURP
tKHLUWXWRUV¶LQFOXGLQJWKHLUSHUFHSWLRQVRIWHDFKLQJ-learning interactions (Prosser 
& Trigwell, 1999; Richardson, 2005); seminars (Fejes et al., 2005; Mann, 2003); 
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reading (Mann, 2000); student-led projects (Hockings, 2009); and independent 
study (Longden, 2006). Even the seemingly uncontroversial reading list can be 
understood in different ways. Tutors see reading lists as guidance to support 
students as they research topics, but students are unclear about how many of the 
texts they should read and in what detail, and can misunderstand their intention 
and simply read the core texts, assuming that will be sufficient (Christie et al., 
2008; Stokes & Martin, 2008). The purpose of reading and its relation to the other 
aspects of study may be understood differently because of the different 
assumptions and expectations that are brought to the reading by tutors and 
students: 
It may seem obvious to lecturers that pre-lecture reading, and 
µUHDGLQJ DURXQG WKH VXEMHFW¶ ZLOO µDFWLYDWH VFKHPD¶ UHOHYDQW WR
understanding a difficult lecture, thereby making it easier to 
uQGHUVWDQG )RU VWXGHQWV « however, this is not necessarily 
obvious at all. (Haggis, 2006, p. 529) 
 
Many of these examples of different student and tutor perceptions can be 
understood as representing different perceptions of the nature of learning. Tutors 
perceive learning as being about making connections, recognising how evidence 
supports an argument and the personal construction of meaning, features which 
FKDUDFWHULVH WKH µGHHS¶ DSSURDFK WR OHDrning (Marton & Säljö, 2005; Prosser & 
Trigwell, 1999; Ramsden, 2003). Deep and Surface are two ways of describing 
approaches to learning. They are characteristics of approach rather than of the 
individual who may adopt either approach at different times and for different 
purposes. A deep approach is associated with the intention to understand and focus 
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on the meaning. A surface approach is associated with the intention to complete 
the task and focus on memorising facts. Much has been written on how 
pedagogical strategies such as active learner engagement, collaboration, and 
aligning assessment with making meaning rather than reproducing facts, might 
seek to foster a deep approach in students, (Gibbs, 1992; Hockings, 2009; McCune 
& Reimann, 2003; Norton and Crowley, 1995; Prosser & Trigwell, 1999; 
Richardson, 2005; Singleton & Newman, 2009), and such pedagogical strategies 
are integral to the module ES1A that is the focus of this thesis. However, the deep/ 
surface paradigm is not usually associated with Academic Literacies, and Haggis 
specifically proposes Academic Literacies as an alternative, claiming that the 
DSSURDFKHV WR OHDUQLQJ UHVHDUFK µKDV FRQVWUXFWHG D PRGHO RI VWXGHQt learning 
which is based upon a set of elite values, attitudes and epistemologies that make 
PRUHVHQVH WR+(¶V µJDWHNHHSHUV¶ WKDQ WKH\GR WR LWV VWXGHQWV¶ (Haggis, 2003, p. 
102). I accept her point that the values, attitudes and epistemologies may make 
little sense to students, but I do not see it as a reason to reject what I see as a 
helpful conceptualisation. Haggis is critiquing the assumption underlying the 
DSSURDFKHV WR OHDUQLQJ UHVHDUFK WKDW WXWRUV FDQ LQIOXHQFHVWXGHQWV¶DSSURDFKHV WR
learning by adopting particular learning and teaching strategies (Gibbs, 1992; 
Prosser et al., 2003; Richardson, 2005) without FRQVLGHUDWLRQ IRU WKH µcomplex, 
contested, specific, and « FRQWH[WXDOLVHG¶ QDWXUH RI DFDGemic literacy practices 
(Haggis, 2003, p. 100). Other scholars researching in this field agree that it is not 
HDV\ WR FKDQJH VWXGHQWV¶ approaches to learning unless their perceptions of their 
learning contexts also change (Prosser & Trigwell, 1999; Richardson, 2005), but 
P\ UHVSRQVH LV GLIIHUHQW IURP +DJJLV¶ I contend that those practices that 
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characterise a deep approach- focusing on meaning, making connections, seeking 
to understand- are part of the cultural context and values in which academic 
literacies are embedded and which students should be helped to access. 1RUWRQ¶V
work, although inconclusive, suggests that it may be possible to encourage a deep 
approach through giving students metacognitive awareness of their own 
approaches (Norton and Crowley, 1995; Norton et al., 1999). It is sensible to make 
students aware of the possibility of taking a deep approach, particularly since it has 
been shown to be linked to academic success (Prosser & Trigwell, 1999). If 
students have only ever understood learning as acquiring knowledge to be 
reproduced as required, they would have no conception of learning as active 
construction of meaning.   
 
0DQ\ UHVHDUFKHUV KDYH VKRZQ KRZ VWXGHQWV¶ LQWHUSUHWDWLRQV RI OHDUQLQJ
experiences in secondary or tertiary education provide them with implicit theories 
about study, knowledge and expectations of learning which affect how they 
experience and make sense of HE (Booth, 2005; Case and Marshall, 2008; Haggis 
& Pouget, 2002; Honkimanki et al., 2004; Laing et al., 2005; Longden, 2006; 
Lowe & Cook, 2003; Prosser & Trigwell, 1999; Scott, 2000; van der Meer et al., 
2010)2IWHQVWXGHQWV¶H[LVWLQJGLVFRXUVHVLQSDUWLFXODUWKRVHDFTXLUHGIURPWKHLU
school experiences, have led them to see learning simply as gaining and 
subsequently reproducing knowledge (Haggis, 2006; Mateos et al., 2007). Such 
students will struggle to achieve good marks, and will not understand why, unless 
they can be helped to undersWDQG NQRZOHGJH DV µconstructed, debated and 
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FRQWHVWHG¶ (Wingate, 2006, p. 462), and what that means in their subject or 
disciplinary context. Mann outlines the challenge for HE:  
[T]he question for HE is whether our own educational practices 
simply compound these schooled responses or whether we are 
actually doing something in order to 'de-school' our new students 
and enable them to enter into a more creative, co-operative, critical 
and autonomous experience of learning. (Mann, 2008, p. 90) 
 
It is necessary to identify and make visible a range of academic practices, 
and in particular academic literacy practices, which we may assume to be 
transparent, but which, because of their location within an unfamiliar sociocultural 
context, cause misunderstandings between students and tutors. Many students find 
themselves needing tR OHDUQZKDW%RXUGLHXFDOOV µWKH UXOHVRI WKHJDPH¶ without 
explicit communication of what those rules are (Crozier et al., 2008; Read et al., 
2001; Watson et al., 2009), in what Lillis (2001, p. 58) calls µWKH LQVWLWXWLRQDO
SUDFWLFH RI P\VWHU\¶. It is necessary to make academic practice visible in a way 
that students can interpret, and I draw on the work of Basil Bernstein to explore 
the tensions between what is implicit and what can be made explicit.  
 
3.3.1 Making visible the invisible 
 In recent years there has been increasing concern amongst scholars that 
successful participation in HE requires understanding of tacit knowledge about 
academic practices, including expectations, values and beliefs (Crozier et al.,  
2008; Haggis, 2006; Haggis & Pouget, 2002; Lillis, 2001; Lillis & Turner, 2001; 
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Mann, 2008; McAlpine, 2004; Turner, 2011; Watson et al., 2009) and this can be 
further theorised using Bernstein¶V (2003) conceptualisation of visible and 
LQYLVLEOHSHGDJRJLHV7KHVHSHGDJRJLHVUHVXOWIURPWKHµFODVVLILFDWLRQ¶ZKDWLVWR
EH OHDUQW DQG µIUDPLQJ¶ KRZ ZKDW LV WR EH OHDUQHG LV VHOHFWHG WDXJKW DQG
evaluated) of the curriculum. Clear boundaries between categories, for example 
between curriculum subjects and between what does and does not count as 
valuable knowledge in a given context, are associated with strong classification. In 
strong framing the control lies with the teacher who draws boundaries for the 
OHDUQHU µ7KH LVVXH LV WKH ORFXV « DQG GHJUHH RI FRQWURO RYHU RUJDQL]DWLRQ
selection, sequencing, pacing, and criteria for the evaluation of knowledge to be 
DFTXLUHGDVZHOODVWHDFKHUVWXGHQWUHODWLRQV¶(McLean & Abbas, 2010, p. 3). 
 
Bernstein distinguishes between invisible pedagogies, resulting from weak 
classification and framing, and visible pedagogies resulting from strong 
classification and framing, and he suggests that students from disadvantaged 
backgrounds will find it more difficult than others where invisible pedagogic 
practices predominate: 
$Q LQYLVLEOH SHGDJRJ\ « is likely to create a pedagogic code 
intrinsically more difficult, initially at least, for disadvantaged 
social groups (from the perspective of formal education) to read 
and control. (Bernstein 2003, p. 79) 
 
Although Bernstein is talking about children, his conceptualisation of invisible 
pedagogy also provides an additional interpretation of the institutional practice of 
P\VWHU\ DQG WKHVWXGHQW WU\LQJ WRPDNHVHQVHRI WKH µUXOHVRI WKHJDPH¶ZLWKRXW
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any clear explanation of what those rules are. It also offers a possible way to 
address the problem by strengthening classification and framing. The recognition 
of legitimate knowledge in a given context is established and maintained through 
power relationships that determine what is and is not legitimate. Strong 
classification can be seen as excluding, since it is only in the insulation of a subject 
or discipline from any othHUWKDWWKHVXEMHFWLWVHOIFDUULHVDGLVWLQFWLGHQWLW\µ:KDW
preserves the insulation is power¶ (Bernstein, 2000, p. 7). In terms of academic 
literacies, the insulation between what is seen as legitimate and what is excluded 
demonstrates the power relations operating. Yet pedagogic arrangements, 
conceptualised here as strong framing, can enable individuals to access powerful 
discourses. Framing regulates how students acquire legitimate knowledge and their 
realisation, in for example writing, of that knowledge. Bernstein explains the 
relationship in his conceptualisation of recognition and realisation rules, in which:  
[R]ecognition rules regulate what meanings are relevant and 
realisation rules regulate how the meanings are to be put together 
to FUHDWH WKH OHJLWLPDWH WH[W « In this system a text is anything 
which attracts evaluation. (Bernstein, 2000, p. 18) 
 
Although strong classification makes clear the nature of the discipline and 
what is to be learnt, leading to recognition rules, if students are to be successful 
they also need to be able to realise that knowledge, to practise appropriately. 
Crozier and Reay (2008, p. 152) report that, for the working-class students in their 
VWXG\ VWURQJ IUDPLQJ µKHOSV WR FUHDWH WKH FRQGLWLRQV WKURXJK ZKLFK VWXGHQWV DUH
enabled to access the realisation rules. Weak framing, by contrast, undermines the 
SRVVLELOLWLHV WR GR VR¶ ,QYLVLEOH SHGDJRJLHV DULVLQJ IURP ZHDN IUDPLQJ lead to 
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anxious, dependent students, unsure of how to act upon their knowledge of the 
recognition rules in what would be seen as a legitimate way.  
 
,QUHFHQW\HDUV+(,VKDYHDWWHPSWHGWRPDNHµWKHUXOHVRIWKHJDPH¶PRUH
explicit in assignment briefs, with assignment specific criteria and lists of 
indicators of success, set within the national context of subject benchmarking 
statements. However, strong classification which makes expectations explicit by 
providing written documents does not necessarily make them more accessible or 
understood by students (Haggis, 2004; Lillis, 2001; Lillis & Turner, 2001; Read et 
al., 2001). Not everything can be made explicit in a document, and attempts to do 
so can result in more specific language and detailed documents which are 
ultimately less intelligible (O'Donovan et al., 2004) and which can encourage 
students to write to fulfill criteria rather than to think or to create meaning 
(Bloxham & West, 2007; Mitchell, 2010). As Lea (2004, p. 750) oEVHUYHV µLW LV
easy to be apparently explicit about the discourses or written genres students are 
expected to engage in «EXWmore difficult to help students to work with their own 
meanings and constructions of knowledge¶ The recognition rules acquired from 
strong classification are insufficient without the realisation rules; simply giving 
students more and more information about what they ought to be doing will prove 
unsuccessful if they do not know how to act to produce the legitimate text. Brown 
et al. (1995, p. 317) argue that trying to make as much as possible explicit results 
LQ µZKROO\ LQDSSURSULDWH PHWKRGV RI WHDFKLQJ¶ DQG WKH\ VXJJHVW WKDW SHGDJRJ\
QHHGVWREHLQIRUPHGE\µDFRQYLQFLQJDFFRXQWRIWKHUHODWLRQVKLSEHWZHHQH[SOLFLW
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NQRZOHGJHDQG LPSOLFLWXQGHUVWDQGLQJ¶ LELG A helpful way of conceptualizing 
that relationship is as a negotiation of gaps:   
The demands for explicitness and transparency have been shown to 
be futile as the terms of reference in which pedagogic and 
disciplinary goals are expressed will always be subject to 
reinterpretation, or redesign, on the part of the students ... The 
difficulty is knowing more than we can tell ... students can never 
be privy to tKH NLQG RI XQGHUVWDQGLQJ >IRU@ µsuccessful essay 
ZULWLQJ¶ VLPSO\EHFDuse they are student ... How then can they 
negotiate their way without experiencing difficulties? The answer 
is that they cannot ... [and] it is in negotiating the gaps between 
µGHVLJQ¶DQGµGLVWULEXWLRQ¶ that learning takes place. (English, 
2011, p. 62) 
 
Negotiation of gaps takes place when students participate in practice, and 
participation in practice traditionally takes place alone as independent study, 
because lectures and seminars focus on teaching subject content rather than 
academic practice. I believe that the pedagogic focus needs to lie in the negotiation 
of the gaps and in the stronger framing that is possible in a pedagogic approach 
that actively supports students as they negotiate those gaps, and one way to do this 
is to make more time available in teaching sessions for supported participation in 
practice, including academic writing. Such an approach not only addresses the 
recognition rules, but also the realisation rules; it is not only concerned with what 
should be done, but with how it can be done. Supported participation not only 
makes unspoken expectations visible but it provides a context IRU VWXGHQWV¶
constructions of meaning. 
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Practices are located within specific sociocultural contexts, and so although 
articulating and providing written documents which make expectations, values and 
beliefs explicit might be helpful to some degree, if such information is not located 
securely within the context of the practice to which it refers, there can be no 
confidence that students will understand what it is that they are trying to achieve; 
µ2QO\E\ILUVWVSUHDGLQJWKHSUDFWLFHLQUHODWLRQWRZKLFKWKHH[SOLFLWPDNHVVHQVH
LVWKHFLUFXODWLRQRIH[SOLFLWNQRZOHGJHZRUWKZKLOH¶(Brown and Duguid, 2001, p. 
204). I propose a pedagogical approach that combines explication of academic 
practice (making it visible) together with the opportunity to participate 
collaboratively in academic practice (negotiating the gaps) within the context of 
the subject LQ µZRUNVKRSV¶. In particular, making academic writing practices 
visible and giving students the opportunity to work collaboratively on a piece of 
academic writing positions students as participants in academic writing practice, 
addressing whaW WKH\µNQRZ¶H[SOLFLWO\DERXWZULWLQJSUDFWLFHH[SOLFLWZKDW WKH\
µGR¶ DV WKH\ ZULWH WRJHWKHU DQG DOVR WKHLU LGHQWLW\ SRVLWLRQV DV ZULWHUV This 
approach reflects the suggestion that curricula should seek to integrate the domains 
of knowledge, action and self (Barnett, 1997; Barnett et al., 2001). I use the term 
µpedagogy of academic practice¶WRUHIHUWRP\DSSURDFK. 
 
3.4 Justifying a pedagogy of academic practice  
Academic practices, which are situated within a particular academic 
context reflecting values and assumptions, need to be experienced within the 
disciplinary context of module content, so that the socially and culturally produced 
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knowledge that results is not divorced from the contexts in which it is ordinarily 
used. Talking about analysis and criticism as generic practices does not examine 
what they look like in practice in any particular discipline, subject or module, or in 
any particular assignment. The situation in which something is learnt has a 
profound effect on the way it is understood. From a sociocultural perspective, 
knowledge can be seen as being jointly constructed through interaction with others 
and with the cultural tools of the community (Brown, Collins, & Duguid, 1995; 
Bruner, 1996; Gee, 2000; Lave & Wenger, 1991; Mercer, 2002; Northedge, 2002, 
2003; Rogoff, 1990, 2003; Stetsenko & Arievitch, 2002; Vygotsky, 1978; Wells & 
Claxton, 2002). Informal learning experiences are grounded in participation in the 
activities of the community where, as participants in shared endeavour, the learner 
and competent practitioner together achieve mutual understanding. Brown et al. 
(1995) criticise much formal teaching for divorcing learning from the context in 
ZKLFK LW LV RUGLQDULO\ XVHG DQG FODLP WKDW OHDUQLQJ VKRXOG EH WKURXJK µDXWKHQWLF
DFWLYLW\¶RU WKHµRUGLQDU\SUDFWLFHVRI WKHFXOWXUH¶SEHFDXVH LW LV WKURXJK
repeated situated use that understanding develops.  
 
However, there is a contrary view. Laurillard (1993) argues that such an 
approach to teaching and learning is mistaken; the resulting situated cognition 
leaves students tied to context in which something was learned, and she observes 
WKDWµ$FDGHPLFVZDQWPRUHWREHOHDUQHGWKDQWKDWZKLFKLVDOUHDG\DYDLODEOHIURP
H[SHULHQFLQJ WKH ZRUOG¶ S 6KH GLVWLQJXLVKHV µDUWLFXODWHG¶ DQG µH[SHULHQWLDO¶
knowledge, echoing similar distinctions presented by others using different 
terminology: the uncommonsense knowledge of school and the commonsense 
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knowledge of family and peer group (Bernstein 1974); and spontaneous and 
scientific concepts (Vygotsky, 1986). Although not talking about exactly the same 
thing, they are all alluding to the separation between formal, schooled knowledge 
and experiential knowledge learned from participation in the community and there 
is agreement that education should aim to bring the two forms of knowledge 
WRJHWKHUµAcademic teaching must address both the direct experience of the world, 
and the reflection on that experience that will produce the intended way of 
UHSUHVHQWLQJLW¶(Laurillard, 1993, p. 29)DQDSSURDFKWKDWDOVRUHVSRQGVWR5\OH¶V
(1949, p. 59) FRQFHUQ IRU WKH GLVWLQFWLRQ EHWZHHQ µNQRZLQJ WKDW¶ DQG µNQRZLQJ
KRZ¶DQGKLVDUJXPHQW WKDW µ7UXWKV>NQRZLQJ that] can be imparted, procedures 
[knowing how@FDQRQO\EH LQFXOFDWHG¶$OWKRXJKDPRGHUQ WH[WPLJKWQRWKDYH
XVHG µLQFXOFDWHG¶ VXJJHVWLQJ DV LW GRHV DQ DSSURDFK ZKHUH WKH WHDFKHU LV
positioned as actively inculcating the learner who is the mere object of the 
WHDFKHU¶V DFWLRQ WKH VHQWLPHQW RI WKLV WH[W LV FOHDU ERWK µNQRZLQJ WKDW¶ DQG
µNQRZLQJKRZ¶DUHLPSRUWDQWDVVKRZQLQ5\OH¶VH[DPSOH 
A man (sic) knowing little or nothing of medical science could not 
be a good surgeon, but excellence at surgery is not the same thing 
as knowledge of medical science; nor is it a simple product of it. 
7KHVXUJHRQPXVWLQGHHGKDYHOHDUQHGIURPLQVWUXFWLRQ«DJUHDW
number of truths; but he must also have learned by practice a great 
number of aptitudes. (Ryle, 1949, p. 49) 
 
It is necessary to approach the learning of academic practice not simply 
IURPDQµDUWLFXODWHGNQRZOHGJH¶SHUVSHFWLYHEXW IURPDQH[SHULHQWLDOSHUVSHFWLYH 
in which ways of thinking and practising that have been made explicit can be 
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explored through participation in practice (Anderson & Hounsell, 2007; Haggis, 
2003; O'Donovan et al., 2008). These principles guided the development of the 
module that is the basis of my research, and which is described in chapter 5. 
 
Despite the body of literature supporting a participatory pedagogy, and 
clear arguments in favour of embedding academic writing in module teaching, 
there is little research on the implementation of such an approach, two notable 
examples being Mitchell and Evison (2006) and Wingate et al. (2011). Their 
findings are largely in relation to design (Mitchell and Evison) and feasibility 
(Wingate et al.), although Wingate et al. also show that the intervention was 
largely viewed as useful by students and tutors. In seeking to explore my own 
intervention, I use Communities of Practice to analyse the approach and to 
understand how embedding practice within modules might lead to beneficial 
outcomes. Practice is at the heart of my pedagogical approach, it is also the 
defining feature of a community of practice, and so Communities of Practice 
offers a useful theoretical perspective. Barton and Hamilton (2005, p. 32) have 
suggested that Literacy Studies and Communities of 3UDFWLFH KDYH D µFRPPRQ
HQGHDYRXU¶ERWK DUH FRQFHUQHG WRXQGHUVWDQG OHDUQLQJDV VRFLDOO\ DQGFXOWXUDOO\
situated and involving the construction of identities. The two frameworks can be 
used together without any paradigmatic conflict, Academic Literacies as the basis 
for intervention and Communities of Practice as the analytical framework. 
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3.5 Communities of Practice 
/DYH 	 :HQJHU¶V (1991) FRQFHSWXDOLVDWLRQ RI µ&RPPXQLWLHV RI3UDFWLFH¶
draws on ethnographic examples of apprenticeships including midwives, tailors 
and recovering alcoholics in their seminal text Situated Learning LQ ZKLFK µWKH
practice of the community creates WKH SRWHQWLDO ³FXUULFXOXP´¶ (Lave & Wenger, 
1991, pp. 92-93). They see learning as being situated in the social practices of the 
community, including not only the formal public knowledge associated with the 
practices, but tacit knowledge inherent in those practices and the values and beliefs 
of the community. Through participation in community practices, learners move 
fURP µSHULSKHUDO¶ SDUWLFLSDWLRQ WR IXOO SDUWLFLSDWLRQ JUDGXDOO\ WDNLQJ RQ PRUH
responsibility for tasks or aspects of a task, learning to use the cultural tools 
associated with the practices of the community and constructing an identity as a 
member of the community of practice. Lave & Wenger (1991, p. 40) suggest that 
WKHLUZRUNSURYLGHV µDQ DQDO\WLFDOYLHZSRLQWRQ OHDUQLQJ¶ DQG ,XVH LWDV VXFK WR
H[DPLQH WKH QDWXUH RI VWXGHQWV¶ SDUWLFLSDWLRQ LQ DFDGHPLF SUDFWLFHV DQG WR
understand their learning experiences, where the students are positioned as 
legitimate peripheral participants in the academic community.  
 
/HJLWLPDWHSHULSKHUDOSDUWLFLSDWLRQLVDZHDNO\GHILQHGWHUPZKLFKµREWDLQV
its meaning, not in a concise definition of its boundaries, but in its multiple, 
theoretically generative interconnections with persons, activities, knowing, and 
ZRUOG¶(Lave & Wenger, 1991, p. 121). The strength of this definition is that such 
imprecision allows it to be explored and developed for different contexts and 
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purposes where newcomers to a community of practice can be conceptualised as 
initially participating in a limited way, on the periphery, and gradually 
participating in more complex practices, or more independently, as they move 
toward fuller participation. Its flexibility as a model is evident in the range of 
contexts in which it can be used, from the apprenticeships originally outlined by 
Lave & Wenger, to the later business models developed by Wenger (1998; 2002), 
to the work of Paechter (2007) who developed the framework to explore how 
children learn masculinities and femininities through legitimate peripheral 
participation in gendered communities of practice. In the same way, students can 
be conceptualised as legitimate peripheral participants in the academic community. 
Positioning students as legitimate peripheral participants in the academic 
community is contested (Ashwin, 2009) but, as I explain terms and my use of them 
in the academic context, I justify my reasons for doing so and show that 
&RPPXQLWLHVRI3UDFWLFHLVDXVHIXOPRGHOIRUH[DPLQLQJVWXGHQWV¶NQRZOHGJHRI
and participation in academic practice within a particular academic context. 
  
3.5.1 Defining the Community of Practice 
Like legitimate peripheral participation, and despite the centrality of the 
FRQFHSW WR /DYH 	 :HQJHU¶V ZRUN µFRPPXQLW\ RI SUDFWLFH¶ LWVHOI LV ZHDNO\
GHILQHGDVµDVHWRIUHODWLRQVDPRQJ persons, activity, and world, over time and in 
UHODWLRQZLWKRWKHU WDQJHQWLDO DQGRYHUODSSLQJFRPPXQLWLHVRISUDFWLFH¶ (Lave & 
Wenger, 1991, p. 98), leaving the reader to intuit what can and can not be 
classified as a community of practice. Although Lave & Wenger (1991) discuss 
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how communities of practice might develop (p64), reproduce (p99) and change 
RYHUWLPHSFODLPWKDWDFRPPXQLW\RISUDFWLFHLVDQµLQWULQVLFFRQGLWLRQIRU
WKH H[LVWHQFHRINQRZOHGJH¶ S DQGGHILQH LGHQWLW\ LQ terms of community of 
SUDFWLFHSWKH\FKRRVHWROHDYHWKHFRQFHSWRIFRPPXQLW\RISUDFWLFHµODUJHO\
as an intuitive notion, which serves a purpose here but which requires a more 
ULJRURXVWUHDWPHQW¶S7KLVZHDNGHILQLWLRQKDVOHGWRWKHDSSURSULDWion of the 
WHUP IRU PDQ\ NLQGV RI JURXS UHVXOWLQJ LQ µFRQVLGHUDEOH YDULDWLRQ LQ KRZ
FRPPXQLWLHVRISUDFWLFHDUHGHVFULEHGDQGFKDUDFWHUL]HG¶ (Handley et al., 2006, p. 
646). 
 
$OWKRXJK VRPH VFKRODUV KDYH UHVSRQGHG WR /DYH 	 :HQJHU¶V VXJJHVWLRQ
that the definition requires more rigour and have proposed ways of refining the 
conceptualisation of communities of practice (Amin & Roberts, 2008; Handley et 
al., 2006), Amin and Roberts (2008, p. 353) observe that, more commonly, a lack 
of engagement with how communities of practice might be conceptualised in 
particular contexts has led to a lowest common denominator conceptualisation 
FRQVLVWLQJ RI µIRUPXODLF GLVWLOODWLRQV¶ DQG µLQVWUXPHQWDOLVW DSSOLFDWLRQV¶ ZKLFK
KDYH UHSODFHG µthe original emphasis on context, process, social interaction, 
material practices, ambiguity, disagreement¶ ,I presented as a simplistic model, 
Gourlay (2009) is justified in her criticism that Communities of Practice is an 
inadequate framework for analysing the messiness of real life contexts, yet Lave & 
:HQJHU¶VZHDNGHILQLWLRQDOORZVIRUVXFKPHVVLQHVVDQGLQYLWHVVFKRODUVWRHQJDJH
with the problematic nature of multiple definitions and explore the different 
meanings which µFRPPXQLW\RISUDFWLFH¶PLJKWKDYHLQGLIIHUHQWFRQWH[WVI have 
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IRXQGLWKHOSIXOWRPDNHXVHRI:HQJHU¶VODWHUZRUN(Wenger, 1998) and I draw on 
KLVDQDO\WLFDOPRGHOVRIµGLPHQVLRQVRISUDFWLFH¶DQGµSDUWLFLSDWLRQDQGUHLILFDWLRQ¶
as constituents of meaning which he introduced to address the under theorisation 
of communities of practice.   
 
The three dimensions of practice: mutual engagement, joint enterprise and 
shared repertoire, provide a model that gives Communities of Practice a theoretical 
structure whilst retaining a broad applicability. Mutual engagement in the practices 
of the community is the way that the members do things together, the relationships 
that are entailed, and the effort that goes into maintaining the community with all 
its complexity and diversity. The joint enterprise RIDJURXSRISDUWLFLSDQWV LV µD
QHJRWLDWHG UHVSRQVH WR WKHLU VLWXDWLRQ¶ (Wenger, 1998, p. 77). It involves finding 
ways to work together to achieve a particular end, despite any differences. Shared 
repertoire refers to the ways of doing things that the community adopts or creates 
and can be seen as those ways of practising that define the community. This 
framework for understanding the community in terms of its practices makes no 
demands on the specific structures or relationships within the community, rather 
µSUDFWLFHLVWKHVRXUFHRIFRKHUHQFHRIDFRPPXQLW\¶(Wenger, 1998, p. 72). It is 
practice, then, that defines the community, and this can be understood more fully 
by considering the relationship between participation in practice and reification of 
practice. 
 
Participation, defined as µDSURFHVVRIWDNLQJSDUWDQGDOVR«WKHUHODWLRQV
ZLWKRWKHUVWKDWUHIOHFWWKLVSURFHVV¶(Wenger, 1998, p. 55) and reification, defined 
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DVµWKHSURFHVVRIJLYLQJIRUPWRRXUH[SHULHQFHE\SURGXFLQJREMHFWVWKDWFRQJHDO
WKLV H[SHULHQFH LQWR ³WKLQJQHVV´¶ (Wenger, 1998, p. 58) are conceptualised as a 
µGXDOLW\ RI PHDQLQJ¶ VLQFH LW LV WKURXJK WKHLU LQWHUSOD\ WKDW PHDQLQJ LV FUHDWHG. 
Together, participation and reification shape each other in the negotiation of 
meaning; both are inadequate on their own, but together each compensates for the 
limitations of the other. Reifications can take on many forms including the 
µDEVWUDFWLRQV WRROVV\PEROV VWRULHV WHUPVDQGFRQFHSWV¶ (Wenger, 1998, p. 59) 
that all communities of practice use to reify aspects of their practice. Communities 
will not only participate in those practices which define them, but will find ways to 
reify those practices which members of the community will use in the negotiation 
RIPHDQLQJ7KHµGXDOLW\RIPHDQLQJ¶SURYLGHVDXVHIXODQDO\WLFWRROIRUH[DPLQLQJ
the relationship between what can be made explicit and what is only learned 
WKURXJK SDUWLFLSDWLRQ LQ WKH QHJRWLDWLRQ RI WKH µJDSV¶ , QRZ FRQVLGHU WKH
appropriateness and usefulness of conceptualising stXGHQWV¶ OHDUQLQJ H[SHULHQFHV
in HE within the framework of Communities of Practice. 
 
3.5.2 Communities of Practice in HE 
Researchers into HE draw frequently on the discourse of Communities of 
Practice; an online search, using databases Education Research Complete and E-
journals, for peer reviewed articles FRQWDLQLQJ µKLJKHU HGXFDWLRQ¶ DQG HLWKHU
µFRPPXQLWLHV RI SUDFWLFH¶ RU µFRPPXQLW\ RI SUDFWLFH¶ LGHQWLfied 132 articles 
published in the twelve months from January 2011- December 2011. These articles 
do not necessarily use Communities of Practice as a major analytical tool, but the 
  85 
frequency with which it is invoked demonstrates its presence in the HE discourse. 
Scholars use Communities of Practice DVDQDQDO\WLFDOWRROWRH[DPLQHDFDGHPLFV¶
experiences (Bathmaker & Avis, 2005; Blanton & Stylianou, 2009; Malcolm & 
Zukas, 2000; Murray & Newton, 2009; Spronken-Smith & Harland, 2009)  or to 
investigate the undergraduate or postgraduate experience including a range of 
types of teaching-learning interactions: seminar participation, assessment 
practices, transitions, and literacy practices (Fejes et al 2005; Lea, 2004; Lindberg-
Sand & Olsson, 2008; O'Donnell & Tobbell, 2007; O'Donnell et al.,  2009). 
However, its adequacy as an analytical framework has been questioned. 
 
Ashwin argues that students and tutors cannot be positioned as members of 
the same community of practice since to do so relies on mistaken assumptions that 
the purpose of HE is about preparing the next generation of academics which 
µseems an inappropriate assumption in a mass system of HE, where students' 
career choices often bear no direct relatioQWRWKHGLVFLSOLQHVWKH\VWXG\¶(Ashwin, 
2009, p. 44). Nevertheless, although, as Ashwin claims, HE study rarely provides 
DQµDSSUHQWLFHVKLS¶IRUDQDFDGHPLFFDUHHUstudents and tutors can be positioned 
as part of a community of learners, WKHWXWRUVDVµH[SHUWOHDUQHUV¶DQGVWXGHQWVDV 
µQRYLFHOHDUQHUV¶(McLean & Barker, 2004, p. 410). The academic community of 
practice is one where there exists a culture of ideas and arguments, where analysis, 
criticism and evidence are deployed and assumptions are questioned, and this is 
the academic community of which students can be seen as legitimate peripheral 
participants. As Graff (2003, p. 9) claimV µ7KHSRLQW LVQRW WR WXUQVWXGHQWV LQWR
clones of professors but to give them access to forms of intellectual capital that 
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KDYHDORWRISRZHULQWKHZRUOG¶,WGRHVQRWPDWWHUWKDWVWXGHQWV¶FDUHHUFKRLFHV
are often unrelated to their degree; HE gives access to a culture of ideas and 
DUJXPHQWV WKDW SURPRWHV WKH DELOLW\ WR H[HUW FRQWURO RYHU RQH¶V OLIH VR WKDW
LQGLYLGXDOVFDQPDNHµreflective, informed choice of ways of living that they deem 
important and valuable' (Walker, 2006, p. 21). What the researcher does in 
research and what the student does in study begin to look more alike, and 
Communities of Practice begins to look like a valid analytical tool: a useful 
hHXULVWLFIRUXQGHUVWDQGLQJµDVRFLDOPRGHORIOHDUQLQJDVSDUWLFLSDWLRQLQSUDFWLFH¶
(Lea, 2004, p. 183). In Chapter 6 I expand my justification for using Communities 
of Practice as a theoretical framework for examining student participation in the 
sometimes confusing and hidden practices of the academic world, as they are 
experienced in their local context.  
 
3.6 Communities of practice as an analytical tool 
A student is a member of many different communities of practice. The 
particular community of first-year undergraduates participating in academic 
practices as part of a departmental community of practice, which provides the 
focus for my research, is constituted in relation to any number of other academic 
and non-academic communities: other first years on the programme, involved in 
similar practices but within different groups; wider student communities in the 
institution, from a range of programmes and involved in a range of academic and 
social activities; national and international student communities, on social 
networking sites and as represented in the media; and, a range of other non-student 
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communities outside the university college, such as family and workplace, which 
nevertheless influence the way that individual students understand and participate 
in practice.     
 
For many students, family, work and other commitments impinge directly 
XSRQWKHWLPHDYDLODEOHIRUVWXG\DQGRQWKHVWXGHQWV¶DWWLWXGHVDQGPRWLYDWLRQIRU
study (Crozier et al., 2008; Elliot & Brna, 2009; Hager & Hodkinson, 2009; Heath 
et al., 2008; Leathwood & O'Connell, 2003), and external factors such as prior 
H[SHULHQFHVDQGFXOWXUDOFDSLWDODOVRPHGLDWHVWXGHQWV¶GHFLVLRQPDNLQJ (Brennan 
& Osborne, 2008; Byrne & Flood, 2005; Case, 2007; Case & Marshall, 2008; 
Hockings et al., 2008; Hounsell & McCune, 2002; Houston & Lebeau, 2006; Read 
et al., 2003; Thomas, 2002; Vermunt, 2005). However, it is not only external 
fDFWRUV WKDW DIIHFW VWXGHQWV¶ SDUWLFLSDWLRQ WKH LQVWLWXWLRQDO FRQWH[W DOVR VWUXFWXUHV
much of the student experience in the way that teaching is organised, assessments 
are set and marked, departments are structured, documentation is provided and 
support services are provided and promoted (Brennan & Osborne, 2005; 
Ecclestone & Hayes, 2009; Hounsell & McCune, 2002; Mann, 2008). More 
difficult to capture, but still significant is the ethos of an institution or department, 
and the relationships and expectations that are encouraged or discouraged which 
DOVR SURYLGH D FRQWH[W IRU WKH FRPPXQLW\ RI SUDFWLFH 6WXGHQWV¶ OLYHV DQG
memberships of other communities of practice within and beyond the institution 
will overlap in different ways with the academic community of practice, and 
although the specific details of these other communities of practice cannot be 
known, analysis must be mindful of how this overlap is demonstrated and the 
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relationships between the academic and other communities of practice. Within this 
broad context, Communities of Practice provides the analytical framework which I 
XVH WR H[SORUH VWXGHQWV¶ SDUWLFLSDWLRQ LQ UHODWLRQ WR HDFK RI WKH WKUHH GRPDLQV
doing, knowing, and being. 
 
7RH[SORUHWKHGRPDLQRIµGRLQJ¶,GUDZRQ:HQJHU¶V(1998) µGLPHQVLRQV
RISUDFWLFH¶: mutual engagement, joint enterprise and shared repertoire. I examine 
what students do when working together, their relationships, the ways they find to 
achieve their goals and the practices that become part of their repertoire. For the 
SXUSRVH RI H[SORULQJ µNQRZLQJ¶ , GLVWLQJXLVK EHWZHHQ DUWLFXODWHG DQG HQDFWHG
knowledge. The pedagogical approach of the module explicitly seeks to bring 
symbolic representation of practice and participation in that practice together, and 
WKHUHODWLRQVKLSEHWZHHQWKHWZRLVH[SORUHGXVLQJ:HQJHU¶VGXDOLW\RIPHDQLQJ
UHLILFDWLRQ DQG SDUWLFLSDWLRQ µ%HLQJ¶ LV H[SORUHG PRUH EURDGO\ GUDZLQJ RQ the 
wide body of literature exploring identity which I shall introduce in Chapter 8.  
 
3.6.1 Communities of Practice and Academic Identity 
Communities of Practice conceptualises learning as increasing 
participation in the practices of the community, and in the same way that 
Academic Literacies sees the adoption of particular literacy practices as involving 
identity work, so engaging in academic practices more broadly has consequences 
for the person the learner is becoming. Lave & Wenger (1991, p. 53) claim that: 
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[L]earning thus implies becoming a different person with respect 
to the possibilities enabled by these systems of relations. To 
ignore this aspect of learning is to overlook the fact that learning 
involves the construction of identities. 
 
Paechter (2007) uses Communities of Practice as a framework to explore 
hRZ FKLOGUHQ OHDUQ WR µGR ER\¶ RU µGR JLUO¶ DQG , VXJJHVW WKDW LW FDQ EH XVHG
VLPLODUO\ WR H[SORUH KRZ VWXGHQWV OHDUQ WR µGR VWXGHQW¶ WKURXJK OHJLWLPDWH
peripheral participation in overlapping student communities of practice, with 
concomitant construction and reconstruction of student identities. To successfully 
µGRVWXGHQW¶LQYROYHVEHLQJUHFRJQLVHGE\RWKHUVDVSHUIRUPLQJDSSURSULDWHO\DQG
so is dependent on feedback from others to show where performance has been 
successful. Through participation, identity is constantly being formed and 
reformed, with teaching-learning interactions providing a site for the ongoing 
negotiation of a student identity. The potential for conflict, as students appropriate 
or reject new aspects of identity, has already been noted. 
 
&RQWH[WXDO IDFWRUV ERWK H[WHUQDO VXFK DV VWXGHQWV¶ UHODWLRQVKLSV RXWVLGH
HE, and internal, such as institutional practices, may support or mitigate the 
formation of an academic identity. Analysis of student identity must examine what 
different student communities of practice include in their conceptualisations of 
µDSSURSULDWH SHUIRUPDQFH¶ DQG KRZ VXFFHVVIXO SHUIRUPDQFH LV UHFRJQLVHG E\ WKH
community. Practices of other student communities of practice might conflict with 
practices of the academic student community and the practices of wider 
LQVWLWXWLRQDO DFDGHPLF FRPPXQLWLHV PLJKW DOVR DIIHFW VWXGHQWV¶ IRUPDWLRQ RI
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DFDGHPLFVWXGHQWLGHQWLWLHV&KRRVLQJWRUHMHFWµDFDGHPLF¶DVDQDVSHFWRILGHQWLW\
may lead to alienation from study and consequently result in negative outcomes 
for students in terms of academic achievements, as discussed previously in relation 
to academic literacies, and so whilst students must be free to reject, they must also 
EH IUHH WR FKRRVH WR DGRSW µDFDGHPLF¶ DV DQ DVSHFW RI WKHLU LGHQtity. Having the 
freedom to choose to adopt it may rest in part with the institution in the way that it 
enables students to feel that they belong: 
As individual students interact over time with these constantly 
enacted practices some will experience their identities as 
confirmed, some redefined, others as undermined and excluded, 
and others as crystallised to counter the norm ... The question is to 
what extent the sense of belonging is possible and actively enabled 
by the institution. (Mann, 2008, p. 81) 
 
In my analysis of student identity I examine how students present the self in 
relation to the academy and academic practices and in relation to other student and 
non-student communities, and discuss how the pedagogic approach supports 
construction of the self as academic. As discussed earlier, Academic Literacies 
draws attention to power relations within in the academy and the identity positions 
available to individuals. Power is implicated in all three domains, what students 
do, what they know and the kinds of identities that are available to them and an 
awareness of power relations overlays my analytical approach.  
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3.6.2 Communities of Practice and Power 
7KH SRZHU WR OHJLWLPDWH VWXGHQWV¶ SDUWLFLSDWLRQ UHVWV ZLWK WKe existing 
members of the community. This power is particularly evident in assessment 
practices, and academic writing often acts as a gatekeeper to the academic 
community, positioning students as permanent novices (Lea, 2004), but they need 
QRW UHPDLQ RQ WKH SHULSKHU\ µLegitimate peripherality entails complex power 
relations. When peripherality is a position from which an individual can move 
forwards toward fuller participation, it is an empowered position¶ (O'Donnell & 
Tobbell, 2007, p. 326). 
 
Power is often presented negatively, as excluding, yet without the power to 
determine what is or is not an appropriate practice the community would have no 
meaning. Using one of Lave 	 :HQJHU¶V H[DPSOHV UHFRYHULQJ DOFRKROLFV PXVW
have the power to exclude drinkers or those who would seek to disrupt their 
PHHWLQJVE\EHOLWWOLQJRWKHUV¶DWWHPSWVWRWHOOWKHLUVWRULHVDVUHFRYHULQJDOFRKROLFV
otherwise their community has no meaning. Practices define a community and 
ZLWKRXW µJDWHNHHSHUV¶ WKHUHFDQEHQRFRPPXQLW\)RU WKHDFDGHPLFFRPPXQLW\
WRRWKHµSRZHU¶WKDWUHVLGHVLQWKHDFDGHPLFFRPPXQLW\LVQHFHVVDU\LIWKHUHLVWR
EH DQ\ GLVWLQFWLYH µDFDGHPLFSUDFWLFH¶+RZHYHU LW QHHGQRW H[Flude; pedagogic 
arrangements can seek to disrupt the status quo and give access to powerful ways 
of knowing and doing. Through legitimate peripheral participation, which involves 
both participation in and reification of practice students can be supported on a 
trajectory to fuller participation.  
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A pedagogical approach designed to enable fuller participation in academic 
practice can contribute to the empowerment of students (Cant & Watts, 2007), 
however power does not always rest with the tutor and the institution. Within a 
group of students working together (be that the online discussion community of 
practice, the seminar community of practice or another subgroup), students may 
WKHPVHOYHV EHJLQ WR DGRSW µIXOOHU¶ UROHV WKDt contribute to the support (or 
exclusion) of those more peripheral than themselves. And this may extend beyond 
purely academic practices since the student group may establish a community 
ZKHUHWKHSUDFWLFHVRIWKHµFRPPXQLW\¶GLYHUJHIURPWKHSXUHO\µDFDGHPLF¶ 
 
Communities of practice are not static and they change as members adopt 
or reject practices. What is deemed to be a community practice will depend on 
how the community establishes itself and how participation in the practices of the 
community is negotiated by the members. Benwell & Stokoe (2002) describe their 
findings that, from across a range of courses, year groups and institutions, tutors 
accommodate resistant behaviour in seminars with politeness and irony, permitting 
VWXGHQWV WR µVDYH IDFH¶ LQ RUGHU WR µUHGHHP WKH VFKRODUO\ HQWHUSULVH ZKLOVW
maintaining the social need to orient to other kinds of [anti-LQWHOOHFWXDO@ LGHQWLW\¶
S $OWKRXJK WKH WXWRU LV WKH µIXOOHVW¶ PHPEHU DQG WKHUHIRUH WKH RQH ZKR
initially determines the practices of the community, groups of students might 
HVWDEOLVK DQ µDOWHUQDWH¶ FRPPXQLW\ ZLWK DOWHUQDWLYH SUDFWLFHV LQ DGGLWLRQ WR RU
instead of, those which were intended. If students refuse to participate, rather than 
a community of would-be scholars they might become a community whose aim is 
to complete a module with the least possible effort, with the tutor effectively 
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excluded from the community they have created. Communities of practice created 
by the student group, and the power relations that legitimate participation might or 
might not resemble academic communities of practice. 
 
Additionally, some students might choose to remain on the periphery, 
rejecting the possibility of participating more fully in the academic community and 
H[HUWLQJ µSRZHU¶ LQ WKHLU UHIXVDl WR µSHUIRUP¶ DV D SDUWLFXODU NLQG RI VWXGHQW. 
However, as previously discussed, a choice can only be a real choice if made from 
an awareness and understanding of the alternatives and possible consequence of 
choosing one alternative rather than another. Power is also implicated in identity 
positions, both in relation to student resistance of academic identities and in 
relation to the identity positions that individuals recognise as being available to 
them. 
 
My pedagogy of academic practice is built on the premise that, from a 
social justice perspective, it is important to help students to access powerful 
academic ways of thinking and practising which support the construction of an 
academic identity and bestow the capabilities to make reflective and informed 
decisions about one¶s life. In my analysis my focus is mainly on student-student 
power relations since the communities of practice that I explore are the small 
groups in which the students work and my data is almost entirely of student-
student interactions. However, tutor-student and institutional power relations are 
noted where they help to give a sense of the wider context.  
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3.7 Conclusion 
 Academic literacies research provides the theoretical framework which has 
guided my thinking about how to respond to the needs of students who experience 
difficulties with academic reading and writing. Responsibility cannot be delegated 
to study support services or generic courses on reading and writing since academic 
literacies are embedded within the cultural beliefs, values and attitudes of the 
discipline or subject that they represent; participating in academic literacy 
practices is not merely a skill to be acquired, it also involves the negotiation of 
power relationships which determine who decides what can be said and how it can 
be said in any given context, and identity positions which might or might not 
FRUUHVSRQG WR WKH µDFDGHPLF¶ UHDGHU RU ZULWHU My response to the imbalance of 
power is not to reject academic ways of reading and writing but to seek to 
empower students by giving access to the powerful ways of practising since they 
also give access to powerful ways of constructing meaning and cultural capital. 
Enabling access to academic practice also needs to be sensitive to questions of 
identity, and should seek to support students in constructing identities that include 
academic alongside existing identity positions. These principles inform my ethical 
response and Academic Literacies research also guides the practical action. 
 
Academic literacy practices are embedded within a particular academic 
sociocultural context that students and tutors, from their different positions within 
the academic context, understand differently. Communicating tutor understandings 
and expectations is not straightforward; much knowledge is implicit and, although 
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it is helpful to make practices explicit, trying to make everything explicit results in 
ever more detailed explanations and documents that can prove to be even more 
confusing. Interpretation of the meaning of such definitions and explanations 
needs to be experienced within the context in which they are required to be used, 
leading me to propose a pedagogy of academic practice involving collaborative 
participation in academic literacy practices in teaching time. Students working 
together in this way can be conceptualised as a community of practice and my 
research questions reflect this conceptualisation.  
 
Although initially conceived as an evaluation of the pedagogical approach, 
as I explain in chapter 4, my research became more ethnographic, seeking to 
H[SORUH VWXGHQWV¶ ZHHN E\ ZHHN H[SHULHQFH RI SDUWLFLSDWLQJ LQ FROODERUDWLYH
workshops, leading to the overarching research question:  
 
How does my pedagogical approach support entry to the academic 
community? 
 
I explore this in reODWLRQ WR VWXGHQWV¶ SDUWLFLSDWLRQ LQ DFDGHPLF OLWHUDF\
practices, their knowledge of those practices and their academic identity positions 
through three sub-questions: 
 
1. +RZ GRHV D µSHGDJRJ\ RI DFDGHPLF SUDFWLFH¶ IDFLOLWDWH SDUWLFLSDWLRQ LQ
academic practice? 
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My focus is on how the pedagogic approach in the module influences the 
µDFDGHPLF¶ FRPPXQLWLHV RI SUDFWLFH WKDW WKH VWXGHQWV HVWDEOLVK I consider the 
practices which these student communities adopt, academic practices or otherwise, 
and the ways in which they overlap with each other and intersect with other 
student and non-student communities of practice, and the power relations which 
constrain or support participation. What students do interacts with what they know 
and understand about academic literacy practices, and how they interpret and 
articulate the academic literacies that they are required to practise as members of 
WKHDFDGHPLFFRPPXQLW\,H[SORUHµNQRZLQJ¶LQP\VHFRQGresearch question: 
 
2. +RZ GRHV D µSHGDJRJ\ RI DFDGHPLF SUDFWLFH¶ IDFLOLWDWH NQowledge of 
academic practice? 
 
The relationship between implicit and explicit knowledge is examined and 
,XVH:HQJHU¶VGXDOLW\RIPHDQLQJ UHLILFDWLRQDQGSDUWLFLSDWLRQ WRXQFRYHUKRZ
my pedagogical approach supports students in constructing meaning through the 
interplay between the articulated representation of practice and participation in that 
practice. As students participate in and construct knowledge about academic 
SUDFWLFHWKHLULGHQWLWLHVDVµDFDGHPLF¶PD\EHLQVWLJDWHGFKDOOHQJHGRUFRQILUPHG
by the experience. Further, since the relationship is two-ZD\ VWXGHQWV¶ LGHQWLW\
positions will influence how they participate in academic practice. This element of 
VWXGHQWµEHLQJ¶LVWKHIRFXVRIP\WKLUGresearch question: 
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3. +RZGRHVDµSHGDJRJ\RIDFDGHPLFSUDFWLFH¶IDFLOLWDWHWKHGHYHORSPHQWRI
an academic identity? 
 
&ROODERUDWLYHDFWLYLW\SURYLGHVDFRQWH[W LQZKLFKVWXGHQWVFDQ µSHUIRUP¶
academic (and non-academic) identities, and also where they can claim identity 
positions in the way that they choose to portray the self through talk. I examine the 
influence of the particular academic context, which arises as a consequence of the 
SHGDJRJLFDODSSURDFKRQVWXGHQWV¶DFDGHPLFLGHQWLW\SRVLWLRQV 
  
In Chapter 4 I outline my methodological approach. I justify my decision 
to undertake action research in order to investigate my intervention in the form of 
a redesigned module and explain my use of action research in the particular 
context of HE. I show how the first iteration of the action research cycle led to 
changes in the intervention and methodological approach and justify my decision 
to replace my original research questions. I discuss how, during the process of 
analysis, I found my approach becoming more ethnographic, resulting in what I 
FDOOµHWKQRJUDSKLF DFWLRQUHVHDUFK¶ 
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Chapter 4 
Methodological Approach: The emergence of ethnographic action 
research 
4.1 Introduction 
The starting point for my research was a desire to improve student 
outcomes through the introduction of a module specifically designed to address 
concerns that my colleagues and I shared, that a significant number of students 
struggled to understand what was required in their assignments. Action research 
presented itself as the obvious methodological choice, since I was proposing an 
intervention which would be evaluated and subsequently redesigned in response to 
my findings. However, following the first research cycle, now cast as a pilot study 
(2008-9), I made major changes to the research methods and focus of the research 
for the second cycle, now the main study (2009-10). In the pilot study I used 
interviews, focus groups and written feedback to gather data, however in the main 
study my research instrument was audio recording of student participation in 
collaborative tasks, which shifted the focus from the evaluation of the intervention 
to the participation of the students, giving a much richer data set that provided a 
window into student experience and led the research to take on a more 
ethnographic dimension in the main study, leading to an action research-
ethnography hybrid, which I have termed ethnographic action research.  
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In this chapter I first justify action research as an appropriate methodology, 
discussing what is meant by action research and what that might mean in the 
context in which I use it. In seeking to establish my own understanding of action 
research, and to develop action research in a useful direction for my own context, 
the themes which have commanded my attention have been WKHQRWLRQRI µEHLQJ
FULWLFDO¶ WKH UROH RI theory, and the knowledge created through the research 
process. These themes provide the structure for my discussion of educational 
action research within the context of HE. I briefly outline the pilot study and 
explain how reflection on the methodological approach led to my 
conceptualisation of ethnographic action research and new research questions. The 
chapter concludes with an explanation of the analytical process in the main study 
and how this resulted in the three foci of my empirical chapters. 
 
4.2 What does it mean to do action research? 
The origins of action research are generally traced back to Lewin (1946), 
working in social psychology in workplace settings in the US, who took a 
democratic approach to researching social issues and proposed action research as a 
way to involve people in the research process. He conceptualised action research 
as participatory and linked to social action, principles which are still evident in 
action research today (Cohen et al., 2007; Hammersley, 2004; McNiff, 2002; 
Somekh, 2006a; Walker, 2001). Much traditional educational research, which 
SRVLWLRQHG WHDFKHUV DQG VFKRROV DV µVXEMHFWV¶ ZDV VHHQ WR KDYH OLWWOH LPSDFW RQ
what actually happened in schools; findings were not adopted by teachers or were 
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adapted to fit with existing classroom practices (Crawford, 1995; Elliott, 2005; 
Hammersley, 2004). British researchers, including Stenhouse, Elliott and 
Whitehead, worked with school teachers to promote action research as a 
methodology for educational research in the 1970s, in an attempt to make 
educational research more meaningful and valuable for practitioners. Furthermore, 
action research was seen as an alternative to the instrumentalism and objectivist 
rationality which was coming to dominate the school curriculum (Elliott, 2005). 
The principles underpinning educational action research demonstrate a desire to 
position teachers as legitimate researchers of their own practice, yet it is difficult 
to find an agreed definition of action research and in my discussion I explain how I 
conceptualise action research for my purposes within my own context.   
 
4.2.1 Defining educational action research  
Educational action research takes place in a particular context (that of the 
teacher-researcher) and can be viewed as a form of case study in that it seeks to 
present in-depth analysis of a particular case. However, it is distinguished from 
other case study methodologies since their intention is to describe, explore or 
illuminate a situation, whereas action research must involve the researcher in 
taking action, in the form an intervention designed to improve matters, which is 
the focus of the research (Bryman, 2004; Cohen et al., 2007; Wellington, 2000). 
Although action research has been developed in different directions and with 
different empKDVHV /HZLQ¶V EDVLF VFKHPD RI D F\FOLFDO SURFHVV LQ ZKLFK WKH
SUDFWLWLRQHU ZLOO µSODQ DFW UHYLHZ UHIOHFW¶ UHPDLQV HYLGHQW LQ PRUH FRPSOH[
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models (McNiff, 2002). The process of action research is distinguished from 
WHDFKHUV¶HYHU\GD\SUDFWLFHVRIVHHNLQJRQJRLQJLPSURYHPHQWVLQFHLWLVWREHGRQH
µPRUHFDUHIXOO\PRUHV\VWHPDWLFDOO\DQGPRUHULJRURXVO\ WKDQRQHXVXDOO\GRHV¶
(Kemmis & McTaggart, 1988, p. 10), and there is agreement that action research is 
FRQFHUQHGZLWK LPSURYLQJRQH¶VRZQSUDFWLFH UDWKHU WKDQ VHHNLQJ WR LQYHVWLJDWH
from the outside (Cohen et al., 2007; Elliott, 1991, 2007; Kemmis & McTaggart, 
1988; McNiff, 2002; Somekh, 2006a; Wellington, 2000). In action research, 
WKHUHIRUH WKH µFDVH VWXG\¶ LV FDUULHG RXW E\ DQ LQVLGHU RU JURXS RI LQVLGHUV
researching not only the existing situation, but also an intervention into that 
situation.  
  
Action research has had a visible presence in schools in the UK since the 
1980s, with many books published in order to support teacher- researchers (For 
example; Elliott, 1991; Johnson, 2005; Kemmis & McTaggart, 1988; Koshy, 2005; 
McNiff, 2002; Stenhouse, 1975; Winter, 1989). However, because action research 
LVFRQFHUQHGZLWKFKDQJHLWLVµDOZD\VH[SOLFLWO\YDOXHODGHQ¶(Somekh, 2006a, p. 
24); competing values will result in different foci for the action researcher, and 
these texts reflect different beliefs about the nature and purpose of action research. 
Titles reveal different foci: Action Research for Improving Practice (Koshy, 
2005); Professional Development through Action Research in Educational Settings 
(O'Hanlon, 1996); Action Research for Educational Change (Elliott, 1991) (my 
emphases). Scholars use different terms to represent the different types of action 
research in which practitioners engage: Noffke and Somekh (2004) classify these 
as the professional, the personal and the political; Carr and Kemmis (1986) as the 
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technical, the practical and the emancipatory; Hammersley (2004) distinguishes 
action research for reasons of instrumentalism, professional development and 
social change. Although not entirely isomorphic with each other these different 
categorisations each include three distinct categories representing a similar range 
of purposes for action research, and which relate to the three benefits claimed for 
action research by Zuber-Skerritt (1992, p. 15)µWKH improvement of practice, the 
improvement of the understanding of practice by its practitioners [or] the 
improvement of the situation in which the practice takes place¶DVVKRZQLQ7DEOH
4.1. 
 
Carr and 
Kemmis 1986 
Category Technical Practical Emancipatory 
Purpose Functional Professional 
development 
Political: 
addressing 
how 
autonomy is 
constrained 
Noffke and 
Somekh 2004 
Category Professional Personal Political 
Purpose Improving the 
service one 
provides 
Developing 
understanding 
RI RQH¶V RZQ
practice and 
self 
knowledge 
Social action 
to combat 
oppression 
Hammersley 
2004 
Category Instrumental Professional 
development 
Social change 
Purpose Finding 
practical 
solutions 
Professional 
development 
Social justice 
Zuber-Skerritt 
1992 
Benefit  Improving 
practice 
Improving 
understanding 
of practice 
Improving 
situation in 
which the 
practice takes 
place 
Table 4.1: Comparison of categorisations of types of action research 
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Thus there is broad agreement that action research can be undertaken for a 
range of purposes and that, while some action research scholars are keen to 
support teachers in personal and professional development, others focus on the 
QHHG WR DGGUHVV VRFLDO LQMXVWLFH DQG µHPDQFLSDWH¶ WHDFKHUV WKURXJK WKH UHVHDUFK
process. The different categories have been variously presented: as hierarchical, 
with emancipatory forms of action research seen as most valuable (Carr and 
Kemmis, 1986); as developmental, with teacher-researchers seen as progressing 
from a technical to emancipatory form of action research (Zuber-Skerritt, 1992); 
and as having equal status (Noffke & Somekh, 2004).  
 
Advocates of each category of action research clearly believe in their 
preferred approach, and perhaps this has resulted in dividing lines being too firmly 
GUDZQVLQFHRQHZD\WRSURPRWHRQH¶VRZQYHUVLRQRIµWUXWK¶LVWRGHQ\WKHYDOXH
RIRWKHUV¶YHUVLRQVZKLFKHQWDLOVIRFXVLQJRQRWKHUQHVVUDWKHUWKDQZKDWLVVKDUHG
I suggest that the boundaries are not as clear cut as my table implies, and that in 
practice a teacher might set out with one purpose in mind and find another during 
the research. For example, McNiff (2002, p. 38) takes the view that action research 
LVFRQFHUQHGZLWKSURIHVVLRQDOGHYHORSPHQWDQG µmust help teachers try to make 
sense of WKHLU QRUPDO HYHU\GD\ SUDFWLFH¶ %XW , ZRXOG TXHVWLRQ ZKHWKHU
professional development will necessarily be the only goal for teacher-researchers 
involved in such research, as is implied by distinct categories. A reflective and 
reflexive teacher-researcher, where reflexivity involves reflecting on the self and 
the presence of the self in the research, will develop new questions and pursue new 
lines of inquiry so that what begins as a practical undertaking may become 
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something quite different by the end. Equally, a teacher-researcher seeking to 
FKDOOHQJHWKHVWUXFWXUHV LQVFKRROZKLFKFRQVWUDLQSXSLOV¶H[SHULHQFHVPight find 
that elements of their practice are reinforcing oppressive structures. Again, a 
reflective and reflexive teacher-researcher will develop new questions and pursue 
new lines of inquiry so that what begins as a political undertaking may also 
address a specific technical issue; certainly, there is no knowing at the outset what 
the research might uncover, and how different priorities might come to the fore at 
different times. This suggests more fuzzy boundaries than the categories suggest, 
and allows different purposes and approaches to be mixed within a single research 
project. As individuals undertake action research in their own context, for what 
begin as technical, practical and/or emancipatory reasons, they will develop their 
work in a particular direction and it is helpful to conceptualise action research as a 
cultural tool which will be appropriated and transformed as researchers seek to use 
action research in diverse contexts.   
 
4.2.2 Action research- a cultural tool 
Sociocultural approaches emphasise the importance of cultural tools which 
are culturally and historically shaped ways of organising and understanding, for 
example mathematical symbols, maps, computers and the most powerful cultural 
tool, language. Cultural tools mediate thinking; mathematics allows us to represent 
the world and our experience of it in symbolic and numeric form, to model and 
predict outcomes in a way that would not otherwise be possible. Cultural tools 
constantly change; world maps, initially produced by an empire which placed 
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Great Britain at the centre and which used a projection that grossly distorted the 
relative areas of countries near to and far from the equator have been joined by 
maps where the projection shows relative areas accurately, where Great Britain 
appears at the edge, and where the southern hemisphere is at the top. Cultural tools 
are both appropriated and transformed so that new ways of thinking are made 
possible (Bruner, 1996; Gee, 2000; Lave & Wenger, 1991; Rogoff, 2003; Wells, 
1999; Wells & Claxton, 2002; Wertsch & Tulviste, 1996).      
 
Conceptualising research methodologies as cultural tools allows us to 
recognise that the form of action research used makes particular ways of thinking 
about the research problem more or less likely, and also to recognise that since 
tools are transformed, new forms of action research will emerge. It is clear that 
notions of action research have been culturally and historically constructed over 
the past 60 years, and that as a social practice action research has been 
appropriated and transformed in a number of different ways. Indeed, Carr and 
Kemmis (2005, p. 349) acknowledge that this occurred in the way that their book 
Being Critical was used: 
[I]n these increasingly postmodern times we now recognise that it 
was inevitable that, as [Being Critical] was being appropriated and 
applied in different cultural contexts, so it would be made relevant 
by readers in the light of intellectual perspectives and cultural 
conditions very different from those furnishing the background 
assumptions, beliefs and experiences against which it was 
originally written.  
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Their concern is that within the ever changing historical and cultural landscape its 
reinvention should maintain emancipatory goals.  
 
It is hardly surprising that a methodology that is concerned with 
individuals researching their own situations is subject to wide variation, leading to 
debate about essential characteristics of action research. As noted earlier, the 
debates are primarily located within school settings, but the issues they raise need 
to be considered in relation to my own research, even if only to explain why I am 
rejecting or re-imagining certain aspects. It is to the key debates that I now turn, 
beginning with the dichotomy already introduced in this section between action 
research as critical and action research as practical. This is a central theme which 
continues to be explored in the literature, its importance demonstrated by a special 
feature on Becoming Critical (Carr and Kemmis, 1986) in the journal Educational 
Action Research in 2005. The debate focuses on competing interpretations of 
µFULWLFDO¶ DQG ZKHWKHU DFWLRQ UHVHDUFK PXVW EH allied to critical theory20, as Carr 
and Kemmis believe, or if a broader interpretation can be used.  
  
4.2.3 Being critical in action research 
&DUUDQG.HPPLV¶DSSURDFKWRDFWLRQUHVHDUFKLVURRWHGLQWKHWUDGLWLRQRI
the Frankfurt School of critical theor\ HVSHFLDOO\ -XUJHQ+DEHUPDV¶ZRUN7KH\
argue against both positivist and interpretive paradigms of educational research, in 
                                                 
20
 In critical theory, the aim is the emancipation of individuals and groups; research that is 
underpinned by critical theory aims not simply to understand but to effect change through 
identifying and challenging the legitimacy of beliefs held by individuals and social groups that 
bestow power on some and deny it to others (Cohen et al., 2007). 
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favour of a critical paradigm that seeks to do more than provide the instrumental 
explanations of a positivist approach or the practical understanding of an 
interpretive approach. In arguing for action research that promotes social justice 
and emancipation they reject the possibility that action research might relate to 
technical solutions to improve a service or to practical and personal advances in 
the name of professional development, and instead propose a model in which 
action research LVSUHVHQWHGDVµDGHOLEHUDWHSURFHVVIRUHPDQFLSDWLQJSUDFWLWLRQHUV
from the often unseen constraints of assumptions, habit, precedent, coercion and 
LGHRORJ\¶ (Carr and Kemmis 2005, p. 192). It is evident that the emancipation 
PXVW EH RQ &DUU DQG .HPPLV¶ WHUPV DQG EH SUDFWLFHG ZLWKLQ WKHLU SUHIHUUHG
paradigm, yet they merely represent one model of action research, albeit a very 
influential one. Others take a different view; for example, Elliott locates action 
research within an interpretive paradigm. 
 
In the interpretive paradigm, being critical comes from the teacher-
UHVHDUFKHU¶V RZQ UHIOHFWLRQV DV SDUW RI WKH UHVHDUFK SURFHVV DQG (OOLRWW RSSRVHV
&DUUDQG.HPPLV¶FODLPWKDWWHDFKHUV¶HPDQFLSDWLRQLVGHSHQGHQWRQµLQWHUDFWLRQ
ZLWK WKH FULWLFDO WKHRUHPV RI WKH HGXFDWLRQDO VFLHQWLVW¶ (Elliott, 1991, p. 116). 
Elliott is not denying the importance of being critical, but claims that in suggesting 
that teacher-researchers cannot become critical through their own engagement: 
The authors [Carr and Kemmis] neglect the ambiguities, conflicts 
and tensions contained within >SUDFWLWLRQHUV¶@ self-understandings 
and therefore do not seriously entertain the possibility of a self-
generating, reflexive and critical pedagogy emerging as a form of 
action research. (Elliott, 1991, p. 116) 
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(OOLRWW FRQFOXGHV WKDW WKH GLVWLQFWLRQ EHWZHHQ µSUDFWLFDO¶ anG µHPDQFLSDWRU\¶
paradigms of action research is DIDOVHGLVWLQFWLRQVLQFHµby engaging teachers in 
action research we believed that we were asking them to reflectively critique their 
taken-for-granted assumptions about good practice¶ (Elliott, 2005, p. 366). It 
seems that the distinction is one of perspective rather than of substance; research 
that enables teachers to step outside their habitual ways of seeing and doing can be 
both critical and emancipatory, whether or not it is located within the critical 
paradigm.  
 
My own action research is not inspired by critical theory, and I locate 
myself in an interpretive rather than a critical paradigm, but this does not dictate a 
specific purpose in my approach. I started from a position in which I sought to 
provide emancipatory possibilities for the students with whom I work, through a 
pedagogic approach informed by Academic Literacies research. However, my 
action necessarily also included an intention to improve practice and the 
understanding of that practice. My experience of action research is of different 
ways of responding at different times and fuzzy boundaries between the 
categories: my intervention was driven by a concern for social justice; my analysis 
of the pilot was largely focused on evaluating the intervention; and the main study 
sought to understand the student experience. In developing action research as a 
tool for my own purposes, within the context of HE, I have not been bound by 
convention, and it is to the debate surrounding the relationship between theory and 
practice in action research that I now turn in order to justify my position. 
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4.2.4 Using theory in action research 
Action research is concerned with practice, and the plan, act, review, 
reflect cycles all begin with a practical issue that the practitioner wishes to address 
(Elliott, 1991; Kemmis & McTaggart, 1988; Koshy, 2005; McNiff, 2002; Tormey 
& Henchy, 2008). It is notable that in these models, the planning phase involves 
collecting data in order to determine the course of action, but makes no reference 
to using theory to inform this stage, and this is not limited to school-based teacher-
researchers. In one of the few books specifically concerned with action research in 
HE, Zuber-Skerrit (1992, p. 22) GHVFULEHVKRZµ5DWKHUWKDQVWDUWLQJIURPWKHRULHV
on student learning and then applying them to practice, this chapter aims to show 
how student learning can be improved through practical considerations and 
FKDQJHV LQ WKH FXUULFXOXP E\ WHDFKLQJ DFDGHPLFV¶ ,Q WKHVH PRGHOV WKHRU\ LV
constructed from practice (Elliott, 1991; Koshy, 2005; McNiff, 2002), yet little 
attention is paid to the role of theory in constructing practice and my use of 
Academic Literacies research to inform my intervention reveals an engagement 
with theory which some action researchers would reject.  
 
Action researchers, seeking to distance themselves from a positivist 
paradigm in which theory is seen as providing knowledge which teachers are 
simply to implement effectively, might choose to marginalize the role of theory. 
Yet theory cannot be ignored. Educational practice is always informed by beliefs 
based on something, even if the practitioner cannot articulate those beliefs, what 
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Bruner (1996) FDOOV µIRON SHGDJRJLHV¶ DQG &DUU DQG .HPPLV (1986, p. 113) 
explain as:  
Since educational practitioners must already have some 
understanding of what they are doing and an elaborate, if not 
explicit, set of beliefs about why their practices make sense, they 
PXVW DOUHDG\ SRVVHVV VRPH µtheory¶ that serves to explain and 
direct their conduct. 
 
7HDFKHUV¶ H[LVWLQJ SUDFWLFHV DUH SUHGLFDWHG RQ EHOLHIV DQG YDOXHV ZKLFK KDYH
developed from previous experiences, and which will also have been influenced by 
µWKHRU\¶RIVRPHNLQG7KHLUGHFLVLRQVDERXWZKDWWKH\ZLVKWRFKDQJHDQGKRZWR
act to effect that change will similarly have some theoretical basis (Carr and 
Kemmis, 1986; Somekh, 2003). 
 
Hammersley (2004) highlights the tensions that exist between theory and 
practice. He argues that the theory-practice dualism can never be resolved, 
FODLPLQJWKDWµtheoria involves detachment from, and praxis immersion in, the flux 
of ephemeral events that makes up KXPDQVRFLDOOLIH¶(Hammersley, 2004, p. 167) 
and denying the possibility of unity since one will always be necessarily 
subordinate to the other. However, theory need not be set in opposition to practice; 
thought and action are dialectically related, each constituting the other (Carr and 
Kemmis 1986; Walker, 2001). ,Q FRQWUDVW WR +DPPHUVOH\¶V FKDUDFWHUL]DWLRQ RI
praxis as immersed in ephemera which suggests that it is almost drowning in 
everyday concerns, Carr and Kemmis (1986, p. 93) VHHSUD[LVDVµLQIRUPHG DFWLRQ¶
arising from phronesis, practical reasoning and the disposition to act rightly. In this 
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model, practical deliberation results in the creation and adaptation of theory in 
tandem with practice:   
7KH WZLQ DVVXPSWLRQV WKDW DOO µWKHRU\¶ LV QRQ-practical and all 
µSUDFWLFH¶ LV QRQ-theoretical are, therefore, entirely misguided ... 
µ7KHRULHV¶DUHQRWERGLHVRINQRZOHGJH WKDWFDQEHJHQHUDWHGRXW
of a practical vacuum and teaching is not some kind of robot-like 
mechanical performance that is devoid of any theoretical 
reflection. Both are practical undertakings whose guiding theory 
consists of the reflective consciousness of their respective 
practitioners. (Carr and Kemmis, 1986, p. 113) 
 
$OWKRXJK WKHRU\ LV QRW DOZD\V IRUHJURXQGHG LQ DFWLRQ UHVHDUFK µKRZ-WR¶
ERRNVLWGRHVKDYHDUROHWRSOD\DWRROIRULQGLYLGXDOV¶RZQWKHRU\-building:  
Theories can be adapted, they can be used as the basis for new, and 
sometimes better, ideas, they can be linked with other ideas. The 
only methodological constraint within action research is that we 
need to know how we have used them and why, if not at the time 
then later in the course of reflection. (Somekh, 2006b, p. 101) 
 
Somekh is writing, as I am, as an academic action researcher. This marks a 
divide with most authors who write as academics supporting school teachers in 
their research. School teachers may perceive theory as distant from their practice 
and even threatening, but academics are comfortable with theory and use theory as 
part of their everyday practice. It would seem perverse, therefore, not to use theory 
to inform their thinking about their action research. Others working in HE have 
also been clear about the importance of theory in informing their action research 
(Bowl et al., 2008; Postholm, 2008).  
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In my own research, Academic Literacies research has provided a 
framework for the intervention. To plan a major intervention without recourse to 
theoretical underpinning would, I believe, be unsupportable within HE, and I 
would have no wish to undertake any research without a theoretical framework in 
which to locate myself and the research, as I have done in Chapter 3. This is not to 
diminish that action research where no such theoretical basis is established at the 
outset, but to reiterate that in HE where theory is neither threatening nor alien it 
would seem perverse to ignore the contribution it can make to any research. 
Through interrogation of texts, the researcher can collaborate with the wider 
research community, including ways of constructing meaning within particular 
theoretical frameworks that enable existing ways of practising and thinking to be 
examined and evaluated:  
Rather than being limited to our own time and our own circle of 
mentors, friends and colleagues, the knowledge written in books, 
expounded to us in lectures ± or these days available on the 
Internet ± gives us our rightful place in the accumulated experience 
of our culture. (Somekh, 2003, p. 260) 
 
Theory can open up new possibilities, suggest ways forward and lead to new 
insights and the creation of new knowledge. 
4.2.5 Creating knowledge from action research 
 Although much emphasis is placed on improving practice, less is written 
about the knowledge produced from action research. Elliott (1991, p. 49) states 
WKDWµWKHIXQGDPHQWDODLPRIDFWLRQUHVHDUFKLVWRLPSURYHSUDFWLFHUDWKHUWKDQWR
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SURGXFH NQRZOHGJH¶ +H GRHV QRW GHQ\ WKDW NQRZOHGJH ZLOO EH SURGXFHG EXW
locates it as subordinate to the improvement of practice. The argument that is 
levelled at much ethnographic research, and case studies in particular, can also be 
levelled at action research; if it relates to a particular context, it cannot be 
generalisable and therefore has no external validity (Bryman, 2004; Wellington, 
2000). Heikkinen et al. (2007, p. 12) argue that the action researcher should 
µFRQVLGHU KLVKHU UHVHDUFK UHSRUW D VXJJHVWLYH FRQWULEXWLRQ ZKLFK SURYLGHV
PDWHULDOIRUGLVFXVVLRQUDWKHUWKDQSURFODLPVDQXOWLPDWHWUXWK¶DQG:LQWHU(2002, 
p. 148) VXJJHVWV WKDW µWKH DQDO\VLV LV RQO\ D WHQWDWLYH VWUXFWXULQJ RI GLYHUJHQW
perspectives- RQH WKDW FDQ EH MXVWLILHG QRW DV µDFFXUDWH¶ EXW PHUHO\ DV
µWUXVWZRUWK\¶¶+RZHYHU WKHDFWLRQUHVHDUFKHU¶VYRLFHVKRXOGEHDIIRUGHGJUHDWHU
DXWKRULW\WKDQWKDWRIDµVXJJHVWLYHFRQWULEXWLRQ¶RUDµWHQWDWLYHVWUXFWXULQJ¶VLQFHLW
is not just one voice among many, it is one that has undertaken rigorous research 
and therefore it can claim greater validity and reliability than the casual observer.  
 
Hammersley (1992, p. 69) VXJJHVWV WKDWµAn account is valid or true if it 
represents accurately those features of the phenomena that it is intended to 
GHVFULEHH[SODLQRUWKHRULVH¶DQG&RKHQHWDO(2007, p. 149), make a similar claim 
IRUUHOLDELOLW\LQTXDOLWDWLYHUHVHDUFKWKDWLWµFDQEHUHJDUGHGDVDILWEHWZHHQZKDt 
researchers record as data and what actually occurs in the natural setting that is 
EHLQJ UHVHDUFKHG¶ %XW UHDOLW\ LV DOZD\V PHGLDWHG DQ\ DWWHPSW WR UHSUHVHQW
DFFXUDWHO\ ZLOO EH VRPHRQH¶V UHSRUW RI WKH WUXWK (Hammersley, 1992; Winter, 
2002). Although it might therefore appear impossible to judge claims for truth or 
DFFXUDF\ LW LV SRVVLEOH WR µacknowledge the social construction of our reality ... 
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while at the same time seeking some level of correspondence to a reality that is 
VHSDUDWHIURPXV¶(Feldman, 2007, p. 29). Feldman claims that this is essential if 
we are to overcome extreme relativism and allow the action researcher to speak 
with some authority. It is helpful to distinguish between biased subjectivity, in 
which researchers are selective, only including data that support their conclusions, 
DQGSHUSHFWLYDOVXEMHFWLYLW\ZKLFKRFFXUVµZKHQ researchers who adopt different 
perspectives and pose different questions to the same text come up with different 
LQWHUSUHWDWLRQV RI WKH PHDQLQJ¶ (Kvale & Brinkman, 2009, p. 213). Such 
subjectivity should be accepted and included as part of the research process. Being 
honest about RQH¶V SRVLWLRQ ZKHQ UHSRUWLQJ ILQGLQJV µUDWKHU WKDQ DGRSWLQJ WKH
questionable conventional practices of so-FDOOHG REMHFWLYLW\¶ (Clark & Ivanic, 
1997, p. 169) DFNQRZOHGJHV WKH UHVHDUFKHU¶V SUHVHQFH DQG DOORZV IRU µD VHOI-
reflexive understanding of RQH¶V LGHQWLW\ >ZKLFK@ LV D QHFHVVDU\ SDUW RI
XQGHUVWDQGLQJ WKH LPSDFW RI RQH¶V SUHVHQFH DQG perspective RQ WKH UHVHDUFK¶
(Marshall & Young, 2006, p. 72).  
 
Whilst each action research project is within a particular context, provided 
it makes explicit the nature of that context, by revealing that which some might 
choose to gloss over, it gives a more honest picture of the research. My aim is to 
explore, through particular cohorts of students on a particular module, the effects 
of an intervention and to seek to draw theoretical insights from this that might be 
explored in other contexts. The nature of the knowledge created by action research 
is context specific, but there is value for a wider audience who can use it to 
reassess their own understandings of their own situations (Cotton & Griffiths, 
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2007; Stierer & Antoniou, 2004), although as Winter (2002, p. 144) suggests this 
will depend upon uncovering the underlying structure of a specific situation µWR
enable others to see potential simLODULWLHV ZLWK RWKHU VLWXDWLRQV¶ 2QO\ E\
implementing similar interventions in other contexts can my theoretical insights be 
tested. However, despite growing interest in HE pedagogical research, evidence of 
action research in the literature is limited. I briefly examine the current status of 
action research in HE before summarising my own position and introducing my 
research methods. 
 
4.2.6 Action research in HE 
There are still relatively few texts dealing with action research in HE 
(Somekh, 2006a; Walker, 2001; Zuber-Skerritt, 1987, 1992), and a lack of 
engagement in action research is further reflected in the scarcity of HE action 
research papers in academic journals. In a recent literature review of 
undergraduate student learning in the UK, of the 256 papers from 1992-2006, only 
14 were classified as action research and the authors are critical that much of the 
research that calls itself action research is not actually action research. They 
explain that some research that had initially been classified as action research, on 
WKHEDVLVRI WKHDXWKRUV¶FODLPV IRU WKHLUZRUNKDG WREH UHORFDWHG WRDOWHUQDWLYH
positions of their analytical map (Ertl et al., 2008). Recent papers show the 
diversity that is found: Bowl et al (2008) FODLPWKH\GLGQ¶WHYHQFDOOWKHLUUHVHDUFK
action research when they began, and Cotton and Griffiths (2007) accept that some 
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would not even call what they do action research, yet both were published in the 
journal Educational Action Research.  
 
2IFRXUVH(UWOHWDO¶VGHILQLWLRQRIZKDWFRQVWLWXWHVDFWLRQUHVHDUFKLVRQO\
one among many, but such a limited number of papers suggest that it is not a 
major research methodology in HE. A search of editions of Educational Action 
Research published since this review confirms their findings. Excluding editorials 
and book reviews, all articles from editions 15(1) to 18(4) were examined; of the 
 DUWLFOHV RQO\  GHVFULEHG +( UHVHDUFKHUV¶ RZQ DFWLRQ UHVHDUFK SURMHFWV
Reports were more likely to report on debates about action research, or on how 
action research had been introduced to student teachers or Masters students, but 
were not action research projects themselves. Of course, other journals may 
include papers detailing action research in HE, but it is reasonable to suppose that 
Educational Action Research is at least as likely to represent the general level of 
such research as any other journal. 
 
Perhaps the theory-practice divide is evident in the limited adoption of, or 
claims to be undertaking, action research as a methodology in HE. Although I 
KDYHDUJXHGWKDW WKHRU\KDVDUROHLQDFWLRQUHVHDUFK µDFWLRQ¶FOHDUO\HPSKDVLVHV
the role of practice, and the theory-practice divide mirrors the traditional teaching-
research divide in HE. Historically, research has been seen as theoretical, and 
afforded higher status than teaching which has been seen as a practical undertaking 
(Zuber-Skerritt, 1992). However, as I have previously claimed, although action 
research addresses a practical concern, the theoretical can also be foregrounded, 
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with researchers each finding a way to use action research as a tool in their own 
context in way that can be justified. My own use is tailored to my research context: 
it is critical (but not within the critical theory paradigm); my research is informed 
by theory; and it is knowledge generating. Both research cycles included these 
characteristics, however other aspects were changed following the pilot study, and 
in the following section I explain why my methods and research questions were 
changed and how my action research developed into what I call ethnographic 
action research. 
4.3 The pilot study: 2008-2009  
 As outlined in Chapter 3, the new module ES1A was planned to make 
aspects of academic practice visible, particularly writing practices, together with 
the opportunity to write collaboratively in small groups within the context of the 
Education Studies course. My initial research questions had been focused on 
evaluating the intervention: 
1. To what extent does a µSHGDJRJ\ RI DFDGHPLF SUDFWLFH¶ facilitate 
participation in academic practice? 
2. To what extent does a µSHGDJRJ\ RI DFDGHPLF SUDFWLFH¶ facilitate 
knowledge of academic practice? 
3. To what extent does a µSHGDJRJ\ RI DFDGHPLF SUDFWLFH¶ facilitate the 
development of an academic identity?   
 
It quickly became clear that my research questions could not be answered by the 
data I had collected. My data was of student and tutor perceptions, so I could only 
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KRSHWRDWWHPSWWRDQVZHUµ7RZKDWH[WHQWGRWXWRUVDQGVWXGHQWVEHOLHYH «¶, and I 
was not convinced that my data was sufficient even to allow me to do that. I began 
WR TXHVWLRQ ZKHWKHU µWR ZKDW H[WHQW¶ FRXOG EH DGHTXDWHO\ DQVZHUHG E\ DQ\
qualitative data, and sought to develop my research questions in a more useful 
direction.  
 
4.3.1 Data collection: pilot 
I used a range of methods to collect student and tutor perspectives of the 
module. From students: online questionnaires, semi-structured interviews, and end 
of semester reviews (ESRs). From tutors: online questionnaires and focus groups. I 
also kept ongoing field notes. Both student and tutor questionnaires were designed 
to be completed online using the VLE21 after each session, and were short and 
simple to maximise returns (appendices 4.1 and 4.2). However, only seven 
students volunteered to complete the questionnaires, possibly because I had to 
recruit in their first week in HE and they were reluctant to volunteer for such a 
commitment, or because their responses could not be made anonymous on the 
VLE. Most respondents gave only brief answers, often a VLPSOH µ\HV¶ ZLWK QR
expansion, and although feedback was positive, indicating that sessions were 
µJRRG¶ RU µLQWHUHVWLQJ¶ DQG WKDW WKH\ KDG OHDUQHG PRUH DERXW ZKDWHYHU WKH
intended objectives were, only two continued to make regular responses to the end 
of the module. This self-selection resulted in two highly motivated and committed 
students providing most of the feedback, and these were not the students that I was 
                                                 
21
 Virtual learning environment: an online learning space including module documents, web links, 
discussion boards and forums.  
  120 
concerned about when I planned my action research. Online questionnaires often 
have low response rates, and are also limited by the lack of opportunity to prompt 
or probe (Bryman, 2004). Further, the data is of limited value since it is likely that 
VWXGHQWV LQ WKHLU ILUVW WHUP LQ+(ZRXOGKDYHZDQWHG WRJLYH WKH µULJKW¶ answers 
and say what they thought I, the module leader, wanted to hear.  
 
The interviews and focus groups were designed to overcome some of these 
limitations and to elicit more in depth responses, at the start of the module and 
again after it was finished. Only two of the seven student volunteers elected to be 
interviewed (one of whom also gave extensive written feedback each week), and 
although I gained insight into the experiences of two students, the findings were 
again affected by the self selection process and the nature of the unequal 
relationship between us. I endeavoured to make the interviews friendly and non-
threatening and to assure the interviewees that I was interested in how they had 
experienced the module, but there was an unavoidable imbalance in the power 
relation and the potential for LQWHUYLHZHU HIIHFWV RQ WKH VWXGHQWV¶ UHVSRQVHV
(Bryman, 2004; Wellington, 2000). Both interviewees said only positive things 
about their experience of the module and if they had reservations they did not 
share them with me.  
 
The anonymity of the ESRs (appendix 4.3) gave all students present at the 
final lecture of the module the opportunity to be less circumspect, and comprised 
two sections: the first asked students to rate on a 4 point scale how helpful for their 
understanding they had found various aspects of the module; the second asked 
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about their levels of participation in different aspects of the module, and asked 
them to expODLQµZK\¶IRUHDFKUHVSRQVHVRWKDWZKHWKHUWKH\KDGSDUWLFLSDWHGRU
not, they were asked to give a justification for their actions. These were designed 
to provide both quantitative and qualitative data so that overall trends could easily 
be noted, and tKH IUHH WH[W UHVSRQVHV FRXOG JLYH VRPH LQVLJKW LQWR WKH VWXGHQWV¶
reasoning. Almost all students gave reasons and even though these were brief they 
did offer insight into how they engaged with the module teaching as I discuss, 
together with other findings, in Chapter 5.   
 
Tutor focus groups, one before the module began and one after the module 
had been completed, invited tutors to discuss their perceptions of student 
difficulties and their experiences of teaching on the module, and questionnaires 
asked about WXWRUV¶ perceptions of teaching the workshops each week. Power 
relations were not an issue for the tutor data. There was a good relationship 
between team members who, because of institutional procedures, often taught 
parallel sessions with seminar groupVZRUNLQJIURPWKHPRGXOHOHDGHU¶VSODQQLQJ
There was a collaborative ethos in the team who had worked together for several 
years and who, notwithstanding occasional grumbles, genuinely liked each other 
and got on well. However, I became increasingly dissatisfied with the data that I 
was collecting and decided to make a major change in the main study. 
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4.3.2 Changes in data collection methods arising from the pilot 
Low participation rates, and an overwhelming tendency for students to say 
in interview and questionnaires only positive things, rendered much of the student 
data of limited value. My evidence provided student and tutor perceptions of the 
module, filtered through their understanding of the context of the interview, 
questionnaire and focus group, and I became convinced that to investigate the 
pedagogic approach I needed to look at participation, not perceptions of 
participation. Reported data, whether from focus groups, interviews or written 
feedback can only ever provide interpreted data about practice, and I was anxious 
to find out what students actually did rather than what they said they did. I decided 
to focus on investigating how the workshops were experienced by the students and 
what practising actually entailed for them. On reflection, it is surprising that, since 
my theoretical framework is provided by Academic Literacies and Communities of 
Practice, both of which seek to understand participation in practice, I did not adopt 
observational methods at the outset.  
 
Although knowing that one is being observed may affect how one acts, 
observations capture more naturalistic data rather thaQ µwhat [people] say in 
interviews about ZKDWWKH\GRLQRWKHUVHWWLQJV¶ (Hammersley, 1994, p. 5), and the 
limitations of using student accounts of their learning to draw any conclusions 
about what they actually do have been highlighted by other researchers into 
student learning (McMillan, 2010; Weller, 2010). Barnes and Todd (1995) gained 
FRQVLGHUDEOH LQVLJKW LQWR VFKRRO FKLOGUHQ¶V FROODERUDWLYH OHDUQLQJ WKURXJK
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analysing pupil talk and my desire to focus on practice rather than reports of 
practice, together with the problems of recruiting volunteers and the implications 
of power relations between tutor and students in interviews and questionnaires, led 
me to adopt similar research methods. My new approach was to make audio 
UHFRUGLQJV RI VWXGHQWV¶ SDUWLFLSDWLRQ LQ ZRUNVKRS JURXSV D UHVHDUFK DSSURDFK
which allowed me to take the research in a more productive direction. Rather than 
DVNLQJ µWRZKDWH[WHQW«¶DTXHVWLRQZKLch I came to see as meaningless in the 
context, since it relies on numerical data to give a meaningful answer. My new 
approach would allow me to look at process and to seek WRDQVZHUµKRZ¶, a more 
important question. As Gibbs (2003, p. 22) DUJXHVµZHQHHGEHWWHUWKHRULHVDERXW
what teachers and students actually do rather than only about what they perceive 
RUXQGHUVWDQG¶ 
 
. The old and new research questions were closely aligned, but their 
emphasis was different, as shown in table 4.2. 
Original research question Final research question 
To what extent does a µSHGDJRJ\ RI
DFDGHPLF SUDFWLFH¶ facilitate 
participation in academic practice? 
+RZ GRHV D µpedagogy of academic 
practice¶ IDFLOLWDWH SDUWLFLSDWLRQ LQ
academic practice? 
To what extent does a µSHGDJRJ\ RI
DFDGHPLFSUDFWLFH¶ facilitate knowledge 
of academic practice? 
+RZ GRHV D µpedagogy of academic 
practice¶ IDFLOLWDWH NQRZOHGJH RI
academic practice? 
To what extent does a µSHGDJRJ\ RI
DFDGHPLF SUDFWLFH¶ facilitate the 
development of an academic identity?   
+RZ GRHV D µpedagogy of academic 
practice¶ IDFLOLWDWH WKH GHYHORSPHQW RI
an academic identity? 
Table 4.2: Comparison of original and final research questions 
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As I moved into the main study my action research had shifted from a 
focus on improving practice, although that was still implicit in all that I hoped to 
achieve, to a focus on understanding the process by which change occurs. As I 
sought to answer the new research questions, I realised that they were no longer 
the kinds of questions usually associated with action research. Rather, the new data 
collection methods and research questions resulted in an analytical approach that 
included aspects of ethnography, resulting in what I call ethnographic action 
research. 
 
4.4 Adopting an ethnographic approach  
 Ethnography has roots in anthropology which involves immersion in a 
society, culture or institution in order to study it in depth. The researcher becomes 
a participant in the society that is being studied, although Wellington (2000) 
questions whether the researcher can truly become a participant in educational 
settings. As an action researcher, I was a participant in the workshops, however I 
was not a participant in the same way as the students. Our roles as tutor and 
students positioned us differently and in seeking to understand their experience I 
ZDV PRUH REVHUYHU WKDQ SDUWLFLSDQW , WKHUHIRUH XVH :HOOLQJWRQ¶V SUHIHUUHG
WHUPLQRORJ\µHWKQRJUDSKLFDSSURDFK¶LQSUHIHUHQFHWRµHWKQRJUDSK\¶DQGWKLQNRI
my research methodology as ethnographic action research, in that I am taking 
action with the intention to improve the situation, and in order to understand the 
situation from the perspective of the participants I am studying the real-life context 
of the participants as they participate in workshops that result from my action.  
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 An ethnographic approach is not unusual in Academic Literacies research 
(Lea & Street, 1998; 2006; Lillis, 2008; Street, 1984), since ethnography studies 
how people experience, participate in and understand their social world, all of 
which are also concerns for the Academic Literacies researcher in relation to 
academic literacies and the social practices in which they are embedded. Different 
methodologies reflect particular conceptualisations of learning, and it is argued 
WKDWHWKQRJUDSKLFDSSURDFKHVWRHGXFDWLRQDOUHVHDUFKRIWHQUHIOHFWWKHUHVHDUFKHU¶V
conception of learning as participatory, which in turn can limit the findings to 
within the broad framework that the researcher anticipated (Hodkinson & 
Macleod, 2010)<HWDOOPHWKRGRORJLHVUHIOHFWWKHUHVHDUFKHU¶VEHOLHIVDQGYDOXHV
DQG DOO UHVHDUFK SUHVHQWV D SDUWLFXODU SHUVSHFWLYH µ[T]he validity of scientific 
claims is always relative to the paradigm within which they are judged; they are 
never simply a reflection of some independent domain of reality' (Hammersley & 
Atkinson, 1995, p. 12). It is possible that taking an ethnographic approach limited 
my findings to the kinds of things I was looking for but, on the contrary, I see the 
kinds of things I was looking for as leading the approach. After the pilot, I still 
thought of myself as an action researcher using alternative methods of data 
collection; it was not until I came to look at the data and had begun the analytical 
process in the main study that I realised my work was becoming ethnographic. In 
that sense, ethnographic action research emerged organically, rather than being 
chosen for a purpose.  
 
HowevHU P\ DSSURDFK LV QRW µVWDQGDUG¶ HWKQRJUDSK\ (WKQRJUDSKLHV
usually include multiple data sets, whereas my research uses only one, the 
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recordings of students participating in collaborative activity. Further, 
ethnographies usually study people in a setting that they understand that the 
researcher does not, whereas my research looks at people in a new setting. It is 
µWKHLUV¶ LQVRIDU DV WKH\ DUH VWXGHQWV LQ Dn academic setting, but like students all 
over the country meeting new people and trying to make sense of their new 
surroundings, the rules that operate in the context in which they find themselves 
still have to be established. Some rules will be incorporated from their previous 
experiences as they make sense of the social context of the workshop using their 
existing understandings of educational settings and what they think university is 
about. Others will be established from cues that the tutor and institution give, 
about what HE is about, and in this respect I, as the researcher, possess more 
knowledge of the type of setting than the students. Yet although the groups are 
within, and influenced by, a particular academic context, the routines, rules and 
expectation that each establish are specific to that group. Tutors may try to 
influence practices, but group members determine how a group works together, 
and the ways in which student groups operate when working independently is not 
usually shown to the tutor. My ethnographic study offers insight into emerging 
groups in formation. 
 
Although Cousin appears to exclude the possibility of ethnographic 
research following an intervention in her claim that, in ethnographic research, 
µ:herever the research setting, it is never purposefully manipulated¶ (Cousin, 
2009, p. 110), Hammersley and Atkinson note that there has been a µgrowth of 
more interventioQLVW FRQFHSWLRQV RI HWKQRJUDSK\¶ in researchers seeking social 
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justice (Hammersley & Atkinson, 1995, p. 16). Within the action research model 
outlined earlier, I also hope to offer, in line with the definition of ethnography 
favoured by Cohen et al. (2007, p. 170) µD SRUWUD\DO DQG H[SODQDWLRQ RI VRFLDO
groups and situations in their real-OLIHFRQWH[WV¶DQGWRDWWHPSWWRµPDNHVHQVHRI
WKHVHHYHQWVIURPWKHSHUVSHFWLYHRIWKHSDUWLFLSDQWV¶(Lillis, 2008, p. 358). Audio 
recordings reveal what actually happened in workshops in the small group 
LQWHUDFWLRQV WKH QHJRWLDWLRQV WKDW RFFXUUHG VWXGHQWV¶ HQJDJHPHQW DQG WKHLU
GLVHQJDJHPHQWVWXGHQWV¶H[FLWHGWDONDERXWWKHLUDFDGHPLFZRUNDQGWKHLUH[FLWHG
talk DERXW &KULVWPDV VWXGHQWV¶ IUXVWUDWLRQV ZLWK WKHLU DFDGHPLF ZRUN DQG WKHLU
frustrations with living in a hall of residence. I was privileged to glimpse the lived 
experiences of first year students and hope that in my thesis I have been able to 
achieve what Cohen et al. (2007, p. 169) would claim an ethnographic approach 
should achieve: 
The task of ethnographers is to balance a commitment to catch the 
diversity, variability, creativity, individuality, uniqueness and 
sponWDQHLW\RIVRFLDOLQWHUDFWLRQV«ZLWKDFRPPLWPHQWWRWKHWDVN
of social science to seek regularities, order and patterns within 
such diversity.  
 
In seeking to select from the array of data available, choices must be made 
about what questions need to be asked and what evidence is deemed relevant. 
Although all research includes elements of subjectivity, this is particularly 
apparent in ethnographic research since the researcher is not separate from the 
social world that is researched. Rather, the researcher as a participant in the 
research is seen as a research instrument and their role acknowledged 
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(Hammersley & Atkinson, 1995). Ethnographic research, in common with action 
research, recognises that the researcher approaches the study with existing 
knowledge and beliefs and accepts the subjectivity inherent in all research. As 
with action research, the trustworthiness of the research results from reflexivity, a 
self-awareness of the process of decision-making in all elements of the research 
process (Cousin, 2009). Recognising subjectivities allows the focus to be placed 
on understanding their effects rather than wasting time trying to eliminate them; 
µAs long as qualitative researchers are reflexive, making all their processes 
explicit, then issues of reliability and validity are served¶(Delamont, 1992, p. 9). 
 
Reflexivity also affected how I balanced the role of tutor and researcher in 
my interactions with the students. I was mindful of my dual role as tutor and 
researcher. As a tutor, I want to believe that what I do makes a difference, yet as a 
researcher I have been acutely conscious that my analysis must present a 
trustworthy story and that my desire for positive outcomes for my students must 
not lead me to interpret their words and actions in ways that they did not intend. 
Gans (1968) categorises the ethnographic researcher as moving between three 
roles; total participant, researcher participant and total researcher, rather than 
adopting a single role (Bryman, 2004). These roles are adopted at different times 
and for different purposes, and reflect the reality of being a participant whilst at 
the same time seeking to observe and analyse the situation. In workshops, as tutor 
I was a total participant, yet at the same time the researcher in me was alert to 
interactions or observations that might be relevant to the research. Later, listening 
to recordings, I was predominantly researcher, but hearing in a recording that a 
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particular student was struggling with something would also prompt the tutor in 
me to be aware and alert to potential problems in subsequent workshops. However, 
I never instigated talk about previous recordings in class time as I wanted to 
minimise any conflict between my role as tutor and as researcher. Previous 
recordings were only referred to if students asked me about the research (which 
they occasionally did). This was both a methodological and an ethical decision.   
 
Methodologically, I acknowledge that talking about recordings could have 
provided additional data and given student perspectives on my interpretations, 
although it would be a mistake to believe that students would give a more valid 
LQWHUSUHWDWLRQWKDQ,VLQFHµDTXDOLWDWLYHUHVHDUFKHUFDQQRWDVVXPHWKDWUHVSRQGHQWV
KDYH DFFHVV WR WKH WUXWK « 5HVSRQGHQWV¶ NQRZOHGJH LV GLIIHUHQW IURP
HWKQRJUDSKHUV¶ NQRZOHGJH EXW QRW VXSHULRU WR LW¶ (Delamont, 1992, p. 159). My 
decision not to refer to previous recordings in class was intended to limit the extent 
WR ZKLFK WKH VWXGHQWV¶ SDUWLFLSDWLRQ LQ VHVVLRQV ZDV LQIOXHQFHG E\ WKH UHVHDUFK
SURFHVV7KHREVHUYHU¶VSDUDGR[/DERYLVWKDWWKHDFWRIREVHUYDWLRQWHQGV
to alter the behaviour that is being observed (Swann, 1994; Wellington, 2000), and 
Delamont (1992) notes that the relationship between researcher and respondent, 
and in particular how the researcher is perceived, may interact with and influence 
the data being collected. I wanted to be perceived primarily as tutor, and asking 
students about what they had said in previous recordings would foreground the 
researcher. Of course, the students knew that their words would be heard since 
they controlled the recorders, but I was concerned that referring to the recordings 
would draw attention to that fact. Believing that they might have to account for 
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something they had said previously, or that I might reprimand them for going off 
task could have influenced what students felt able to say on the audio recordings, 
reducing their value as a research tool.  
 
)URPPDQ\\HDUV¶H[SHULHQFH,NQRZWKDWP\SUHVHQFHZKHQZRUNLQJZLWK
a small group affects what they say and do. As I approach a group it is apparent 
that some students become more careful about what they are saying or cease off-
task talk. I anticipated that gathering data with audio-recorders might lead to the 
audio-recorders being seen as my proxy; I would be present even when not 
present. However, despite my initial concern that the audio-recorders might inhibit 
discussion, I was surprised at how quickly and easily students appeared to forget 
about them, recordings showing that they modified their tone or focus as I 
approached as students have always done. Also, individuals occasionally made 
GLUHFWUHIHUHQFHWRWKHUHFRUGHUVZLWKRQHVWXGHQWUHPLQGLQJDQRWKHUµZH¶UHEHLQJ
UHFRUGHG¶ 7KDW WKH\ IHOW WKH QHHG WR UHPLQG HDFK RWKHU LQGLFDWHV WKH HDVH ZLWK
which they forgot, and this is supported by the regular occurrence of students 
suddenly realising that their off-task talk has been recorded, usually followed by 
embarrassed laughter. I believe this demonstrates that the audio recorders did not 
cause students to modify what they said to a significant degree, although there 
might have been individuals for whom it was inhibiting and who might have 
participated differently had the recorders not been present. Two students, Carl and 
Layla, appear rarely in the data, because they contributed rarely and appeared to be 
lacking in confidence. Group work may not be something that they readily involve 
themselves in, and this may be a consideration in relation to the pedagogical 
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approach, since some people are reluctant to work in collaborative settings, but I 
am not persuaded that their lack of contribution is a consequence of the research, 
an important consideration, since research must adhere to ethical standards and 
participants must not be disadvantaged.  
 
4.5 Ethical considerations 
Ethical considerations underpinned all decision making in both the pilot 
and the main study and possible effects of the research on participants were taken 
into account. Power relations between researcher and other participants must be 
recognised in any form of educational research, and where the researcher is also 
the tutor, invested with institutional power, those relationships must be managed 
with even greater care. My chief concern was that students should not be 
disadvantaged educationally by the research. I was primarily their tutor, concerned 
to support their learning, and that had to take precedence over the research. I built 
relationships with the students and was able to establish a high degree of trust in 
relation to my use of the data that was being collected. Although the students all 
knew that the recordings would be listened to later, the tutor-student relationship 
role could be foregrounded in the workshops rather than the researcher-participant 
relationship, ensuring that their education, rather than my research, were 
SULRULWLVHG 6WXGHQWV¶ GLVFXVVLRQV ZKen working in groups are usually only 
available to the tutor when the tutor is present with the group, and although these 
VWXGHQWVJHQHURXVO\DOORZHGPHWRµOLVWHQLQ¶,GLGQRWIHHOWKDW,KDGWKHULJKWWR
talk to students about recorded conversations at which I had not been present. 
  132 
Nevertheless, I did use knowledge gained from recordings to inform whole group 
discussion, for example, to revisit a topic that recordings had shown needed 
clarification. When groups did not record their participation in a session, they were 
not asked to account for this since the power relationship between us meant that 
such a question might be interpreted as a directive to record. My research followed 
guidance from BERA (2004) and was approved by the ethics committees of both 
1RWWLQJKDP8QLYHUVLW\DQG6W+XJK¶V 
 
4.6 The main study: 2009-2010 
In the main study I decided, for several reasons, to restrict the research to 
my own workshop group rather than the whole year group. Firstly, I was taking a 
particular approach in the module, which matched my own epistemological 
position, and not all tutors were adopting the same approach, despite working from 
the same planning. Secondly, as I would be present in the workshops, 
understanding the context of the recordings would be easier and I would be able to 
EULQJ µLQVLGHU¶ NQRZOHGJH RI WKH UHODWLRQVKLSV EHWZHHQ LQGLYLGXDO VWXGHQWV. 
Furthermore, the amount of data generated from 6 groups, each with 6 smaller 
table groups recording their interactions over 6 weeks, each with 3 hours of 
workshop would be unmanageable, particularly since most would be students I did 
not know, rendering separating out voices and transcribing nearly impossible. The 
audio recordings of my group were supplemented with video recordings of the 
whole room in which I worked, using ceiling mounted cameras and audio 
recorders. The recordings from these devices are of poor quality and so were only 
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used to provide visual images to help interpret the audio recordings when it was 
not clear who was talking or what was happening.  
4.6.1 Data collection: main study 
Rather than having to ask for volunteers from a large, fairly anonymous 
group during their first lecture, as I had done in the pilot, I introduced the research 
to my own workshop group more informally, during our first meeting at an 
µLFHEUHDNHU¶VHVVLRQGXULQJLQGXFWLRQZHHNRXWOLQLQJWKHQDWXUHDQGSXUSRVHRImy 
research and how the audio recorders would be used. I explained that: there was no 
obligation to participate; they would control the audio recorders and could turn 
them off at any time they wished to without having to explain why; if they did not 
wish to be part of the research, I would simply ask that the non-participants all sat 
together at a table with no recorder, or that if they preferred to sit at a table with a 
recorder I would ignore their contributions when listening to the recordings; their 
contributions would at all times remain confidential and data would be stored 
VHFXUHO\&RJQLVDQWRIWKHSRZHUUHODWLRQVKLSDQGWKHVWXGHQWV¶YXOQHUDELOLW\DWWKH
very start of term, but needing to start collecting data as soon as possible, students 
were given an information sheet (appendix 4.4) and a consent form (appendix 4.5) 
to take away. This was to allow them time to reflect before returning it the 
following week if they were willing to participate. The entire group agreed to 
participate, and although I cannot be sure that some did not feel an obligation, I am 
confident that I took every opportunity to reassure them that their participation was 
optional and emphasised that they would be treated no differently whether or not 
they participated in the research.  
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Students were free to select where they sat each week, and although there 
was some movement between groups, the groups were relatively stable from the 
second week of the module onwards. Table 4.3 shows the groups that they usually 
sat in. All students were white and Andrew was the only mature student. The 
length of recordings across the semester is also shown for each group. 
Additionally, 80 minutes 30 seconds were recorded on a day when they worked in 
three larger groups, making a total of 15 hours, 42 minutes and 40 seconds.  
 
     Group 1: 113 min 24      Group 2: 166 min 12       Group 3: 148 min 37   
Nicola 
Rhiannon  
Sarah 
Xanthe 
Zena 
Carl  
Ellie 
Fran 
Iris 
Teresa 
Vicky 
Daisy 
Ed 
Pippa 
Querida 
Una 
Wendy 
      Group 4: 268 min 37       Group 5: 118 min 02        Group 6: 47 min 18 
Andrew 
Anne 
Dominic 
Gary 
Georgia 
Yvonne 
Bill 
Helen 
Judith 
Kim 
 
Bryony  
Catherine 
Layla 
Meg 
Olivia 
 
Table 4.3: Usual make- up of groups from 02.10.09 
 
I usually reminded the students to switch on their recorders as they began 
group activities, but there is significantly less data for Group 6 who often forgot, 
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or chose not, to turn on the recorder, and who usually turned it off as soon as they 
felt they had completed the task, and significantly more for Group 4 who tended to 
leave the recorder running after tasks had been completed.  
 
 
Whole group discussions have not contributed to the data, since the audio 
recorders were only used to capture small group interactions. In the pilot study I 
tried to write with the group as a whole, for example, mapping out a possible 
structure for a piece of writing and identifying what they would want to include 
where, but it was very difficult to manage and I felt that only the most engaged 
and well prepared students had gained much from these sessions. In the main 
study, although aspects of practice were introduced and discussed as a whole 
group, collaborative tasks were predominantly within the small groups. My 
presence in the recordings is therefore quite limited, only being seen when I am 
talking with a small group.  
 
The presence of a tutor can alter the way a group interact. This can be 
positive, enabling the tutor to model and draw students into participation in 
DFDGHPLFSUDFWLFHEXWLIVWXGHQWVUHYHUWWRµVFKRRO¶SRVLWLRQLQJVZKHQtheir tutor is 
present it can also construct student communities of practice less like those of the 
wider academic community. When present I was often positioned by the students 
as facilitator or expert, a positioning that was hard to displace. The liveliest 
discussions, the grappling with ideas and the sense of achievement were most 
prominent in student-student interactions when I was not working with the groups, 
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and these interactions provide the majority of my data. Although my presence is 
always in the background it is not foregrounded in my analysis which is focused 
RQWKHVWXGHQWV¶FROODERUDWLYHSDUWLFLSDWLRQLQWKHZRUNVKRSVDQGZKLFK,H[SODLQ
in the following section.  
  
4.7 Process of analysis: main study  
 Although I had research questions to answer, I did not interrogate the data 
with a clear focus on the research questions. This was to avoid the findings being 
overly determined by pre-conceptions of what sort of data would be relevant to 
each question. Rather I wanted to see what emerged from the data and to then 
compare these findings to the research questions. My approach does not fit neatly 
LQWRDQ\SDUWLFXODUDQDO\WLFDOER[KRZHYHU LWPDWFKHVTXLWH FORVHO\6LOYHUPDQ¶V
summary of the three stages of grounded theory:  
 
1. an initial attempt to develop categories which illuminate the data 
2. DQ DWWHPSW WR µVDWXUDWH¶ WKHVH FDWHJRULHV ZLWK PDQ\ DSSURSULDWH FDVHV LQ
order to demonstrate their relevance 
3. developing these categories into more general analytic frameworks with 
relevance outside the setting. 
(Silverman, 2000, p. 152) 
 
However, I do not claim to have used grounded theory, partly because my research 
questions were always in the background, and although I sought to be reflexive, 
examining my own analysis for bias, this cannot be avoided entirely, and also 
because I am unconvinced that my coding arose solely from the data without 
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influence from the literature that I was immersed in throughout all stages of the 
data collection and analysis. Despite constant vigilance to avoid findings being 
determined by the theoretical framework, my attention will have been drawn to 
FHUWDLQDVSHFWVPRUHUHDGLO\,QGHHG,VKDUH&KDUPD]¶VYLHZWKDWJURXQGHG
theory aims to uncover an independent reality that emerges from the data, whereas 
reality is always constructed, and the categories and themes that emerge cannot but 
DULVHIURPWKHUHVHDUFKHU¶VLQWHUDFWLRQZLWKWKHGDWD(Bryman, 2004). In all cases, 
WKH UHVHDUFKHU LQIOXHQFHV ZKDW LV IRXQG WKHUH LV QR VLQJOH µWUXWK¶ ZDLWLQJ WR EH
XQFRYHUHG7KHUHVHDUFKLVMXGJHGE\DVNLQJQRWµLVLWWUXH"¶EXWµLVWKLVIDLWKIXO
HQRXJKWRVRPHKXPDQFRQVWUXFWLRQWKDWZHIHHOVDIHLQDFWLQJXSRQLW"¶(Marshall 
& Young, 2006, p. 72).  
 
 However, my reluctance to claim objectivity is, I believe, no more than any 
reflexive researcher should acknowledge. My more significant split from grounded 
theory is in stage 3 of my analytical approach in which, in order to answer my 
research questions, I deliberately brought my analytical framework to bear on the 
categories that I had identified as significant in order to develop analytical themes, 
and in the subsequent analysis which drew on Communities of Practice as an 
analytical tool. Rather than ally myself with any particular analytical approach, 
:HOOLQJWRQ¶V (2000) broad outline of qualitative analysis as involving immersion 
in the data, reflection, taking apart/ analysing data and recombining/ synthesising 
data describes, in a rather more ordered way than is experienced in reality, the 
stages of my analytical process. 
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4.7.1 Stage 1: Familiarisation with data  
6WDJH  LQFOXGHG UHSHDWHG OLVWHQLQJ WR UHFRUGLQJV DQG PDNLQJ µURXJK QRWHV¶
ZKLOHOLVWHQLQJDVRSSRVHGWRIXOO WUDQVFULSWLRQWRFRQVWUXFWDQRYHUDOOµIHHO¶IRU
the whole group and for the different table groups, initial hunches about emerging 
themes, similarities and differences in group talk, behaviour and approaches to 
activities. Reflection on these resulted in a number of broad topics for exploration 
arising from the data: 
 
1. Group approach to activities: process and product orientations 
How did groups negotiate their approach to collaborative activities; was it 
DFWLYHO\ QHJRWLDWHG RU GLG LW MXVW µKDSSHQ¶" &RXOG P\ LQLWLDO VHQVH WKDW
whilst some groups sought to understand and engage with the subject, 
others simply sought to complete the activity be justified? Was this an 
active choice, or the only way of working that they knew? 
 
2. Independent study: student talk about it and their engagement with it 
Was there evidence that students completed the independent tasks that had 
been set between sessions, and how did they talk about their engagement 
with these tasks? 
 
3. Use of academic discourse in workshops 
Did the academic quality of student talk change over the semester? 
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4. 6WXGHQWV¶DWWLWXGHVWR academia and their own academicity 
+RZ GLG VWXGHQWV UHVSRQG WR WKHLU RZQ DQG RWKHUV¶ SDUWLFLSDWLRQ LQ
academic practice and how did they refer to themselves and others in 
relation to their participation in academic practices? 
 
5. Off-task activity 
What off task activity occurred? When did it occur, and what led to groups 
returning to on-task talk? 
 
It was apparent that the workshops provided a context for talk of various kinds and 
WKDWWKHVHUHYHDOHGGLIIHUHQWDVSHFWVRIWKHVWXGHQWV¶H[SHULHQFHVRIWKHZRUNVhops. 
With a broad orientation that sought to capture both what students talked about 
and how they talked about it, I began the transcription process. 
6WDJH7UDQVFULELQJDQGLGHQWLI\LQJµFDWHJRULHVRIVLJQLILFDQFH¶ 
Transcribing can be undertaken in different ways depending on the purpose 
of the investigation, and any written representation of spoken language will always 
fall short of conveying what the spoken work conveyed (Swann, 1994). However, 
reliability of transcripts rests on whether they convey the meaning that was 
intended by the speaker and their validity lies in whether they allow the analysis 
that was intended (Kvale & Brinkman, 2009). My aim was not to undertake 
GHWDLOHG GLVFRXUVH DQDO\VLV EXW WR SUHVHQW WKH VWXGHQWV¶ GLVFXVVLRQV DV UHDGDEOH
accounts of the meanings that they bought to the group and constructed together. 
Initially, transcripts were unpunctuated, showing all hesitations, repetitions and 
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simultaneous speech. However, I have subsequently punctuated them, separated 
simultaneous speech and omitted some hesitations and repetitions so that although 
the transcripts are not always verbatim reproductions, they are faithful to the 
VSHDNHUV¶PHDQLQJVZKLFKFDQEHFRPPXQLFDWHGPRUHHIIHFWLYHO\ 
 
Through the transcribing of the recordings and reading and re-reading of 
transcripts, and in the light of the topics that had emerged in stage 1, I coded the 
data using NVivo into categories that represented the different purposes of talk in 
WKHVWXGHQWV¶GLVFXVVLRQV,IRFXVHGRQZKDWWDONZDVEHLQJXVHGIRULQUHODWLRQWR
each of the broad categories identified in the first stage, and as new categories 
emerged I revisited previously coded transcripts to identify any instances of the 
newly emerging categories that had not been noticed in the initial coding. I called 
WKHVHFDWHJRULHV µFDWHJRULHVRIVLJQLILFDQFH¶VLQFH WKH\UHSUHVHQWHG WKH categories 
that were significant to my understanding of the student experience.  
 
I undertook coding without direct reference to Academic Literacies since, 
although I had used it as a framework to inform my intervention, I wanted to avoid 
interpreting data in a narrow way, over-determined by any theoretical framework. 
Similarly, I intended to use Communities of Practice as an analytical framework in 
the later stages of analysis, but at this stage I sought explicitly to code the data 
without undue influence. An element of perspectival subjectivity is inevitable, 
nevertheless, I endeavoured to be led by the data as the categories of significance 
emerged.  
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 It became apparent that the data emerging in relation to each broad topic 
could be read in two distinct ways: as practice (what students do); and as talking 
about practice (what students say about what they do). Talking about practice can 
of course be seen as a practice in itself, and it later emerged in my analysis that 
this was a particularly significant practice, but for the purposes of initial 
organisation of the categories of significance I treated it separately. The categories 
of significance within each broad topic were coded on Nvivo and organised into 
three tree nodes:  
1. Practising 
2. Talking about practising 
3. Influence of the research process 
 
The categories of significance are shown in table 4.4 in relation to the broad topics 
from which they emerged and as practice or talk about practice. The influence of 
the research process on the data, demonstrated by groups choosing to comment on 
the presence of the recorder and to turn recorders off at various times, represents 
three additional categories of significance not included in table 4.4: awareness of 
recorder, turn off and on, and unease with recorder. Influence of the research 
process, does not contribute to the data used for analysis but provides confirmation 
that the data was not substantially affected by the method of data collection. I am 
confident that the recordings provide data that tells a valuable story of how 
SDUWLFLSDWLRQ LQ DFDGHPLF SUDFWLFH VXSSRUWV VWXGHQWV¶ HQWU\ WR WKH DFDGHPLF
community of practice. 
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Broad topic Categories of significance 
Practising Talking about 
practising 
1. Group approach to 
activities- process and 
product orientations.      
Encouraging  
Hedging  
Involving  
Peacemaking  
Responsibility  
Seeking agreement  
Tension  
Humour  
7DONDERXW« 
Organising to 
complete a task 
2. Independent study; student 
talk about this and 
engagement with it.        
Making links to 
reading 
Making links to 
placement  
Requesting others' 
information  
7DONDERXW« 
Academic practices  
Assessment processes 
3. Use of academic discourse 
and practice in the 
workshops.                       
 
Challenging  
Example  
Explanation  
Extending  
Justification  
Making links:  
to module ES1B 
  to experiences 
  to reading 
to school placement 
Referencing  
Thinking aloud 
Asking 
µXQGHUVWDQGLQJ¶
questions 
Asking factual 
questions 
Constructing 
sentence together 
Making a statement 
 
4. 6WXGHQWV¶ DWWLWXGHV WR
academia and their own 
academicity.                    
 
7DONDERXW« 
 Academicity 
 Academic practices 
5. Off-task activity.            
 
Moving between on-
task and off-task talk 
 
7DONDERXW« 
   Accommodation 
   Education studies 
course  
   Family and home 
   Friends 
   Institution 
   Subjects  
Socialising 
Table 4.4: Categories of significance arising from each of the broad topics 
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4.7.3 Stage 3: Identifying analytical themes.  
Having identified the categories of significance, and distinguished between 
practising and talk about practising, I re-YLVLWHGWKHGDWDLQRUGHUWRµFRPSDUHDQG
relate what happens at different places and times in order to identify stable 
IHDWXUHV¶ (Hammersley & Atkinson, 1995, p. 211). As students participated in 
aspects of practice, and talked about practice, they did so in relation to others and 
in relation to study, and I re-organised categories of significance in both practice 
and talk about practice in relation to: non-students; other students (those present 
and the wider student body); and study. This provided six possible groupings of 
the categories of significance, although only 5 had data included (table 4.5). 
 
At this stage I returned to the three domains that each represented one of 
my research questions - doing, knowing and being - and mapped these onto the 
five groupings to help shape the themes that were emerging: Participating in 
practice (both academic and non-academic); Knowing about academic practice 
(demonstrated by student talk about practising); and Being a student (demonstrated 
by how students talked about the self in relation to students, non-students and 
study). All categories of significance are included in table 4.5 and some appear in 
more thaQ RQH µWKHPH¶ XQVXUSULVLQJO\ VLQFH WKH WKHPHV WKHPVHOYHV DUH FORVHO\
related and impact upon each other. I have tried to keep this duplication to a 
minimum for ease of analysis, but in the recognition that in reality the themes will 
need to be read both separately and together if reliable meanings are to be 
interpreted from the data.  
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Practising  Talking about practising 
 
 
In relation to non-students 
 
Category 
 
Theme       Category Theme                         
(field empty)   Family and home 
Friends 
Being a 
student 
 
In relation to other students (in the group and more widely) 
 
Category 
 
Theme   Category Theme 
Encouraging  
Hedging  
Involving  
Peacemaking  
Responsibility  
Seeking agreement  
Tension  
Humour    
Moving between on-   
task and off-task talk 
Participating 
in practice 
 Academicity 
Academic 
practices 
Accommodation 
Socialising 
Family and home 
Education studies 
course  
Institution 
Subjects 
Being a 
student 
 
In relation to study 
 
Category 
 
Theme  Category Theme  
Requesting others' 
information  
Challenging  
Offering example  
Explanation  
Extending  
Justification  
Making links  
   to ES1B 
   to experiences 
   to reading 
   to school placement 
Referencing  
Thinking aloud 
$VNLQJ µXQGHUVWDQGLQJ¶
questions 
Constructing sentence 
together 
Asking factual questions 
Making a statement 
Moving between on-task 
and off-task talk 
Participating 
in practice 
 
 Organising to 
complete a task 
Academic 
practices  
Assessment 
process 
Knowing 
about 
academic 
practice 
and 
Being a 
Student 
Table 4.5: Mapping the categories of significance onto emerging themes 
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I considered the possibility of interviewing some of the students to give 
additional insight to my interpretations of the data, but decided not to do so for 
three reasons: firstly, the pilot study had persuaded me that the relationship    
between student and tutor is too embedded within power relations for the data to 
be trustworthy; secondly, the transcription was not complete until the following 
summer meaning that students could not be interviewed until the following 
academic year, by which time their memories of the workshops would be limited; 
thirdly, I had become convinced at the end of the pilot study that, if participation 
in practice was the focus of my research, I should gather data that showed what 
people do, not what they say they do. I was not convinced that interviews, a year 
after the data had been collected, would yield any useful data, and interviews 
seemed incompatible with my desire to capture lived experience rather than 
reported experience. Although my findings are influenced by where I looked, I do 
not believe that is a limitation of the methodology. Rather, it throws light on to 
particular aspects of participation in practice which often remain hidden.  
 
4.8 Conclusion 
What began as an action research project, focused on evaluation of an 
intervention, became ethnographic action research focused on understanding the 
lived experience of those participating in the intervention. Dissatisfaction with my 
data-collection methods led to a new research approach; in hindsight it seems 
obvious that participation in practice can best be understood by looking directly at 
that practice, rather than relying on mediated reports of practice, but this only 
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became apparent following the pilot study. In the same way, after wrestling with 
data, codings and categories, the final three themes that emerged seemed obvious, 
and I questioned why it had taken me several months to arrive at them. However, 
the process was rigorous and carried out with integrity, and gives me confidence 
that, unlike the data from the pilot, the data from the main study is capable of 
offering answers to the research questions that were identified following the pilot 
study. However, although the pilot study does not make a major contribution to the 
findings, valuable insights emerged which influenced the pedagogical approach of 
the main study and these are outlined in Chapter 5. 
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Chapter 5 
The metamorphosis of the module, ES1A 
5.1 Introduction 
This chapter describes the module that is the focus of the study. I begin by 
outlining how the module developed from the first validation of Education Studies 
DW 6W +XJK¶V LQ  WR WKH UHYDOLGDWLRQ LQ  DQG H[SODLQ WKH UDWLRQDOH IRU
decisions made, together with the structure of the module and the pedagogical 
approach. I then describe the findings from the pilot study and how these 
influenced changes for the main study.  
As outlined in chapter 4, methodological decisions arising from the pilot 
study led to a new method of data collection for the main study and the adoption of 
new research questions consistent with the new approach. The findings from the 
pilot study, although not able to answer the original research questions, provided 
other useful insights: they showed that both students and tutors perceived the 
intervention as largely positive; and they revealed levels of student participation, 
and reasons for participation or non-participation in aspects of the module, 
enabling me to identify adjustments that needed to be made to the pedagogic 
approach. I draw on Bernsteinian concepts to analyse the data and to explain my 
decisions to expand my pedagogic focus from academic writing to encompass a 
broader conceptualisation of academic practices, to highlight the importance of 
academic reading practices which, in the pilot study, were somewhat overlooked, 
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and to show the importance of positioning students as peripheral members of the 
academic community. The findings from the pilot do not contribute directly to the 
central argument in the thesis, rather they explain why adjustments were made to 
the module in the main study, and so although I give enough detail to justify my 
decisions there are few quotes from participants or details of the analytical 
process. 
 
5.2 Module development  
  At the first validation of Education Studies in 2002 the new programme 
followed the structure of the previous QTS programme quite closely. I was not 
involved in writing the programme but inherited responsibility for a 20 credit 
module (ED1 The Developing Child) ZKLFKKDGJURZQRXWRIDµ&KLOG6WXG\¶LQ
the 4-year QTS course. The module took a traditional approach to the study of 
Child Development, looking at Physical, Intellectual, Emotional and Social 
development and I felt that it tried to cover too much so that we could achieve no 
more than a superficial skim over the surface of a wide range of topics.  
 
Over the following years I expanded certain aspects of the module and 
contracted others, and following re-validation in 2005 the focus of the module 
EHFDPH µOHDUQLQJ¶ %HKDYLRXULVW FRQstructivist and social constructivist theory 
were included in the module and students were invited to look critically both at 
their own experiences of learning and at the experiences of pupils and teachers in 
schools during school placement, which was retained as part of the module. 
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3ODFHPHQWZDVYLHZHGE\ (GXFDWLRQ6WXGLHV WXWRUV DW6W+XJK¶V DV DQ HVVHQWLDO
element of several modules, contextualising the taught course and giving students 
the opportunity to make links between theory and practice. The overall message of 
the module was that teaching is influenced by beliefs about learning and that 
different perspectives on learning are associated with different pedagogical 
approaches. I aimed to encourage students to identify and question their own 
beliefs about learning and to use their time in school to explore how different 
WKHRUHWLFDO SHUVSHFWLYHV PLJKW LQIOXHQFH WHDFKHUV¶ SUDFWLFH 7KLV HQVXUHG WKDW
although ED1 might be seen as psychology-based, its educational focus was 
constantly reiterated. There was no attempt to introduce the module as 
µSV\FKRORJ\¶ UDWKHU WR HQDEOH VWXGHQWV WR UHFRJQLVH WKDW ZKDW WHDFKHUV GR LV
informed by research and theory of various kinds. Students who had studied 
Psychology at A-level often commented that they had studied Piaget before, but 
µQRW OLNH WKLV¶ 5DWKHU WKDQ WKH PHPRULVDWLRQ DQG HYDOXDWLRQ RI SV\FKRORJLFDO
studies that students described from their in A-level Psychology courses, ED1 
focused on how theory might be helpful in the classroom for understanding what 
children and teachers do.  
 
Revalidation in 2008 provided me with the opportunity to undertake an 
action research project that began with the planning and implementation of a new 
module, ES1A, a compulsory 20 credit module, taken by all 150 first year 
Education Studies student. The existing module, ED1, was well received by 
students and judged to be a successful introduction to learning and development 
and so the subject content remained largely unchanged in the new module. 
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However, in line with the pedagogy of academic practice outlined in chapter 3, I 
also sought to introduce students to academic practice within the context of the 
PRGXOH WKURXJKPDNLQJSUDFWLFHYLVLEOHVXSSRUWLQJVWXGHQWVDV WKH\ µQHJRWLDWHG
WKHJDSV¶DQGSRVLWLRQLQJVWXGHQWVDVSDUWLFLSDQWV in practice. Teaching on ES1A 
was a combination of interactive lectures with all students, which were largely 
content focused, and workshops which were based around small group 
collaborative activities with groups of 25. The teaching took place on alternate 
Fridays, with another compulsory 20 credit module in Education Studies (ES1B) 
being taught on alternate weeks, and each Monday was spent in a primary school 
where students could carry out observations and tasks related to both ES1A and 
ES1B. The timetable for ES1A each week included a one hour workshop followed 
by a one hour lecture, then lunch and another one hour lecture followed by a one 
hour workshop (see appendix 5.1 for module learning outcomes, syllabus and 
session overview). The structure provided equal time in workshop groups and 
lectures, and gave students the opportunity to work together in two different ways. 
Afternoon workshops allowed students to respond immediately to theoretical 
material introduced in the lectures by beginning to think about their responses to 
them, to question and to share understandings. Morning workshops relied on 
independent study carried out since the previous workshop and allowed for a more 
informed and rigorous response, drawing on additional reading and school 
observations. For example, the workshop following a lecture on Piaget was called 
µ0DNLQJ VHQVH RI 3LDJHW¶ DQG HQDEOHG VWXGHQWV WR UHYLVLW OHFWXUH FRQWHQW DQG
H[SORUH LWVPHDQLQJ WKHPRUQLQJZRUNVKRS WZRZHHNV ODWHUZDVFDOOHG µ0DNLQJ
XVHRI3LDJHW¶DQGH[SORUHGWKHUHOHYDQFHRI3LDJHW¶VZRUNIRUHGXFDWRUVWKURXJK
  151 
the collaborative construction of a plan for a piece of writing, drawing on reading 
and observations carried out in the intervening period. Set reading and directed 
school based tasks were detailed in the module booklet each week, for completion 
before the following workshop, as shown in table 5.1. 
Independent Study and preparation for 17.10.08 
 
1. Read Smidt (2006) Chapter 2. Take a deep approach; what does it mean 
for you? Can you relate the ideas to your own experience or to other 
reading? How do the ideas in the chapter relate to each other? Focus on 
understanding. Bring notes to the workshops on 17.10.08  
2. Read Davis (1993) pp18-20 (provided). Annotate as you read and 
remember to interact with the text, as outlined in 1 (above). Bring your 
annotated pages to the workshops on 17.10.08 
3. )LQGDQGUHDGDQRWKHUWH[WWRUHVHDUFK3LDJHW¶VVWDJHV)DPLOLDULVH\RXUVHOI
with the characteristics of the stage relevant to the class you are working 
with in school. Bring notes and full references to the workshop on 17.10.08 
a.m. 
 
Preparation for Portfolio task 1 
 
Observe the children in school. In what ways do they exemplify aspects of 
3LDJHW¶V WKHRU\" +RZ GRHV DQ XQGHUVWDQGLQJ RI 3LDJHW¶V ZRUN KHOS \RX DV DQ
adult to understand the needs of the children and to work with them? Bring your 
notes to the workshop on 17.10.08 a.m. 
 
Table 5.1: Example of independent study tasks (ES1A module booklet 2008-
2009) 
 
In workshops, within the context of subject content, whole group 
explication and discussion of aspects of academic practice, was combined with the 
RSSRUWXQLW\ WR HQJDJH FROODERUDWLYHO\ LQ WKDW SUDFWLFH ZLWKLQ WKH VPDOOHU µWDEOH-
JURXSV¶ LQ ZKLFK VWXGHQWV ZHUH VHDWHG My initial focus was on collaborative 
writing, since perceived difficulties with academic writing provided the impetus 
for my research. For example, a session addressing µZKDW FRXQWV DV DUJXPHQW¶
asked students to discuss in their small group what they thought academic 
argument entailed, a subsequent whole group discussion led by the tutor provided 
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the opportunity for students and tutor to unpick the meaning of the term 
µDUJXPHQW¶ WRJHWKHUWRH[SORUHKRZHYHU\GD\XQGHUVWDQGLQJVRIµDUJXPHQW¶PLJKW
EH GLIIHUHQW IURP µDFDGHPLF DUJXPHQW¶ DQG IRU students to then participate 
collaboratively in their small groups to begin to develop an argument within the 
context of the module content so that content and academic practice would be 
learned together. Table 5.2 shows the overview of the workshop and outcomes as 
listed in the module booklet, together with a summary of the activities.  
Portfolio task 2. 
Writing an argument   
Learning objectives Activities 
This workshop is 
designed to help you 
think about how you 
might use the evidence 
you have to support your 
views about Piaget in 
order to construct an 
argument.  
 
To know what constitutes 
an argument in higher 
education 
To know what evidence 
supports your view of the 
XVHIXOQHVV RI 3LDJHW¶V
theory 
Begin to use evidence to 
develop an argument 
To consider alternative 
perspectives 
Small group discussion, 
what is argument? Try to 
write a definition. 
Whole group discussion 
and tutor input on 
academic argument. 
Small group discussion 
about the usefulness of 
3LDJHW¶V WKHRU\ for 
teaching.  
Organising evidence from 
reading and observation 
to show different sides of 
an argument. 
Table 5.2: Example of an ES1A afternoon workshop (17.10.08) 
The planning of the module was located within the national, local and 
disciplinary context. It was a response to institutional concerns that students were 
struggling to understand what they needed to do differently to experience 
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academic success and national concerns that many students were unprepared for 
study at HE. As a relatively new and poorly defined subject, Education Studies 
needed to be clearly positioned as the study of, rather than the study for, education. 
However, ,ZDVQRWDWWHPSWLQJWRµLQGXFW¶VWXGHQWV LQWRDVSHFLILFDOO\µ(GXFDWLRQ
6WXGLHV¶ZD\VRI WKLQNLQJDQGpractising, since Education Studies is practiced in 
different ways in difference contexts and for different purposes. Rather, I aimed to 
help students to recognise that study at HE would be different from what they had 
done before, and to help them to understand what that might look like within the 
context of the specific module that was the focus for the research. Although the 
session plans outline specific learning objectives, I viewed the pedagogic approach 
as encompassing all teaching and learning interactions. Aspects that had been 
visited previously were referred to in later sessions, and not only in ES1A. I was 
also a group tutor for ES1B, and although the planning, which another tutor 
provided, did not embed academic practice within the module content, I was 
working with the same students and sought where possible to make academic 
practice visible within the context of ES1B and to position students as peripheral 
participants in the academic community. In the first lecture I asked students to 
UHIOHFW RQ ZKDW LWPLJKW PHDQ WR µEH D VWXGHQW¶ DQG LQ WKH ILQDO OHFWXUH WKLV ZDV
reviewed, so that students might actively consider the sort of student they wanted 
to be.   
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5.3 Findings from the pilot study  
As outlined in chapter 4, a range of data collection methods were used: 
interviews, questionnaires, focus groups and end of semester reviews (ESRs). All 
forms of data indicated that the workshops were perceived as valuable for a range 
of purposes. As noted previously, both interviewees were eager to be helpful, and 
gave only positive feedback about the module, claiming that the collaborative 
group work had been valuable both for their understanding of the module content 
and their academic writing. Although my interview technique was perhaps 
insufficiently probing, asking face-to-face about their experience of the module 
that I co-ordinated was unlikely to generate negative comment. However, most 
students also agreed in the ESR that the workshops had been valuable, as shown in 
table 5.3.  
The workshops helped me understand the following 
better: 
Not 
at all 
A bit Quite 
a lot 
Very 
much 
Different theories about learning and development 1 
(1%) 
7 
(6%) 
71 
(65%) 
29 
(27%) 
How to take a deep approach to my studies 2 
(2%) 
38 
(35%) 
51 
(47%) 
17 
(16%) 
How to write academically 5 
(5%) 
45 
(41%) 
46 
(42%) 
12 
(11%) 
How to include references in my writing 1 
(1%) 
18 
(17%) 
40 
(37%) 
49 
(45%) 
How to structure my writing 4 
(4%) 
53 
(49%) 
37 
(34%) 
13 
(12%) 
How to develop argument 3 
(3%) 
46 
(42%) 
46 
(42%) 
13 
(12%) 
How to become more analytical 
 
2 
(2%) 
40 
(37%) 
47 
(43%) 
19 
(17%) 
Table 5.3: Student responses to the ESR part 1, Your Learning 
 
Two unsurprising findings emerge: positive responses to the first question, 
about subject content, are considerably higher than the other categories, perhaps 
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since it refers to the content of the whole module rather than to specific aspects of 
practice; and students also report that they have learnt most about those aspects of 
practice that are more easily defined such as how to include referencing and take a 
deep approach, rather than those that cannot be reduced to a list of rules or 
descriptors such as structuring writing. Tutors also believed that the workshops 
KDGEHHQZRUWKZKLOH-XGLWK¶VVWDWHPHQWVXPPDULVHVWKHYLHZVSUHVHQWHG 
 
I agree, I think the critical thinking and the analytical writing sessions have 
simply raised the skills of the most able students in particular, and I think 
WKDW¶V UHIOHFWHG LQ WKHNLQGRIPDUNV WKDW WKH\DFKLHYHGE\ WKHHQGRI WKH
semester. I think the middle ones seemed to me to have a bit of a better 
JUDVSEXWFRXOGQ¶WQHFHVVDULO\GRLWDQd the weaker students (laughs), for 
me, ,IHOW\RXNQRZLWFRPSOHWHO\SUREDEO\ZHQWRYHUWKHLUKHDGEXW,¶P
not sure what we could possibly have done to have, you know, made it 
more accessible for the weaker students. The important thing is that we 
exposed in a very structured way the key and core skills and that must go 
some way to enhancing student performance. 
     (Judith: Focus group 2, March 2009) 
 
2IFRXUVH LWZDVZLWK WKRVH WKDW VKHFDOOV µWKH ZHDNHU VWXGHQWV¶ LQPLQG
that I had planned the inteUYHQWLRQEXWIURP-XGLWK¶VSHUVSHFWLYHLWVHHPHGWREH
broadening the gap between those who were well prepared for university level 
study and those who were not, rather than supporting those who struggled most to 
understand academic practice. Different students were experiencing the module 
differently, and the second section of the ESR helps cast light on why this might 
be. 
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Student and tutor questionnaires and student interviews highlight that a 
significant minority of students attended workshops, but did not prepare for them, 
and the ESR allows for the comparison of levels of participation in different 
aspects of the module and VWXGHQWV¶UHDVRQVIRUOHYHOVRISDUWLFLSDWLRQVLQFHHDFK
question about their level of participation in an aspect of the module was followed 
E\ WKH VXSSOHPHQWDU\ TXHVWLRQ µZK\"¶ 7DEOH  VKRZV WKDW DWWHQGDQFH ZDs a 
priority since all respondents claim WRDWWHQGµDOZD\V¶RUµXVXDOO\¶ attendance is a 
stated expectation, with registers taken at workshop sessions. Furthermore, most 
respondents claim to be active contributors to workshops, 92% claiming to 
contribute usually or always in small group discussions (involving 5-6 students). 
However, although attendance and contribution are recognised as essential 
elements of the course, independent study is not seen in the same way by 
approximately one third of the cohort. Despite preparation also being a stated 
expectation, fewer respondents report engagement in independent academic 
practices. 72% claim to bring resources and notes from placement to workshops 
and 64% claim to complete set reading µXVXDOO\¶RUµDOZD\V¶ 
 Never Occasionally Usually Always 
In workshops I contributed to whole group 
discussions/activities 
8 
(7%) 
55 
(50%) 
33 
(30%) 
13 
(12%) 
In workshops I contributed to small group 
discussions/activities                (One non response) 
0 
(0%) 
7 
(6%) 
48 
(44%) 
52 
(48%) 
I did the set reading 
 
3 
(3%) 
37 
(34%) 
51 
(47%) 
18 
(17%) 
I brought books and  notes from school placement  
to the workshops when we were asked to 
8 
(7%) 
23 
(21%) 
42 
(39%) 
36  
(33%) 
I used the module booklet to help me  
know what I needed to do 
0 
(0%) 
15 
(14%) 
33 
(30%) 
61 
(56%) 
I attended workshops 
 
0 
(0%) 
0 
(0%) 
23 
(21%) 
85 
(78%) 
Table 5.4: Student responses to the ESR part 2, Your Participation 
  157 
 Brief responsHV WR WKHTXHVWLRQ µZK\"¶ FDQnot give extensive insight into 
WKH VWXGHQWV¶ EHOLHIV DERXW WKHLU RQJRLQJ QHJRWLDWLRQ RI DFDGHPLF SUDFWLFHV
nevertheless, the reasons they give for not carrying out independent study show 
how they justify their levels of participation and what they perceive to be valid 
reasons for non-participation. A few students claim to take a strategic approach, 
deliberately reading only what they believe to be essential, but most non-
participants claim that they do not have enough time to read, or that they simply 
forget, or are confused about what they need to do. Many students have wide 
ranging demands on their time: family commitments; jobs; long journeys to and 
IURP 6W +XJK¶V DQG OLEUDU\ ERRNV LQ KLJK GHPDQG +RZHYHU WLPH PXVW EH
managed, texts must be accessed, and reading must be done. 7KH µEUHDG DQG
EXWWHU¶ SUDFWLFHV RI JHWWLQJ D ERRN IURP WKH OLEUDU\ RU VWUXFWXULQJ WKH ZHHN WR
ensure that things are not forgotten or completed in a rush are essential for success. 
A student who fails to recognise that independent study is essential and that 
subsequent participation in group tasks is limited by non-preparation, and who 
believes that attending and contributing is enough, may never seek to do things 
differently. 6WXGHQWV¶RSSRUWXQLW\WR participate in and begin to understand aspects 
of academic practice, such as the construction of an argument, is seriously limited 
if they do not have knowledge of the module content and understanding of the 
central themes. Academic practice is always within a subject context, and without 
subject knowledge one cannot argue or evaluate. Whilst sympathising with many 
VWXGHQWV¶ QHHGV WR MXJJOH MREV DQG RWKHU UHVSRQVLELOLWLHV ZLWK VWXG\ DV students 
they must recognise that independent study is part of being a student and must find 
ways to read and prepare or their success will be limited.  
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5.3.1 The discourse of powerlessness 
My concern is not primarily with the levels of participation reported by 
students, since adapting to university life is not straightforward; many students 
initially find it hard to manage time (van der Meer et al., 2010; Winn, 2002) or 
negotiate institutional systems for reserving books or accessing reference copies in 
the library (Lumsden et al., 2010), and reluctance to read around a subject is a 
common characteristic of first year students (Yorke & Longden, 2008). However, 
VWXGHQWVSUHVHQWGLIIHUHQWOHYHOVRISHUFHLYHGµFRQWURO¶LQUHODWLRQWRFRPSOHWLRQRI
set tasks and some present the self as accepting of their non-participation, echoing 
Winn¶V (2002) finding that students with apparently similar circumstances 
experience their situations in very different ways. Whilst some are able to manage 
the competing demands of the course and other aspects of their lives, or express an 
intention to get better at doing so, others appear to accept limited participation in 
independent study. An apparent acceptance of non-participation suggests that the 
specific social conditions in which these practices are embedded are not 
supporting students in recognising the importance of independent study, or helping 
them to find ways to overcome the difficulties they encounter, and the tutor data 
casts some light on the institutional context. 
 
The workshops were planned to support collaborative participation in 
academic literacy practices that might otherwise exclude, and I viewed the module 
as potentially empowering. However, the tutor weekly feedback alerted me to tutor 
anxieties, and misunderstandings about the purpose of the sessions. Collaborative 
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writing relies on the tutor having confidence to respond to whatever the group 
offers, and cannot be prepared for in the way that a more content based session 
might be, and I was asking tutors to cede some of their control in the approach that 
I was asking them to take in the workshops. Transfer of control was particularly 
difficult for two tutors who lacked confidence working in the way that I was 
asking them; for example, in one workshop, the aim was for the tutor to take ideas 
from the whole group and work with them to create a possible structure for a piece 
of writing, but one tutor produced a powerpoint presentation of a structure that he 
presented to his group as a model, eliminating any discussion of how it had been 
constructed, and my field notes show early concern that the rationale for the 
intervention was not afIHFWLQJ WXWRUV¶ ZD\V RI ZRUNLQJ I was, however, able to 
make ongoing adjustments to the module to try to support colleagues who felt 
threatened by the perceived lack of control when engaged in an unpredictable 
collaborative activity, FUHDWLQJ0F1LIIµVµVSLUDORIVSLUDOV¶(2002, p. 45) in which a 
VPDOOµSODQDFWUHYLHZUHIOHFW¶F\FOHLVHQDFWHGZLWKLQWKHongoing cycle. I made 
whole group activities more structured with additional slides to guide tutors 
through sessions, and included more activities that took the focus away from the 
tutor in collaboration with the students and more on collaboration between 
students in small groups, with tutor support, adjustments that continued in the 
main study.  
 
Tutors were also reluctant to cede control in response WRVWXGHQWV¶ODFNRI
preparation. Some colleagues provided photocopies of set texts on which the 
workshop relied so that students could refer to them in the workshop, even if they 
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had not read them in advance. There is a dilemma for tutors; to provide texts 
which will enable students to participate in workshops at some level, despite not 
having prepared, or to do nothing and effectively exclude students from the 
activity. In the second focus group, my colleagues gave strong heartfelt 
justifications for their actions, but it was my belief that last-minute provision of 
texts can send misleading messages about the importance of preparation and, with 
the best of intentions, position students as dependent. In seeking to overcome 
alienation and make non-traditional students feel comfortable in the institution, 
workshops were supportive and welcoming, in line with suggestions made by 
Mann (2001) of ways that tutors might work with students to limit the alienation 
they might experience, including: Solidarity (empathise with the students); 
Hospitality (Be welcoming); and Safety (Provide safe spaces where emerging 
ideas can be tried out). However, facilitating the participation of those who have 
not prepared by providing texts that they can skim read in order to participate in a 
collaborative activity might explain why some students claim that they always 
participate but never do the preparatory reading; it is not necessary if the tutor 
appears to anticipate and compensate for your lack of preparation.  
 
Mann (2005) H[SORUHV KRZ µIDLOXUH RI FRPPXQLFDWLRQ¶ FDQ EH VHHQ WR
result in misunderstandings between tutor and students, where each experiences 
and understands the same context differently, but does not recognise that mis-
match. Tutors need to make expectations clear, and failure to do so can be seen as 
weak framing (Bernstein, 2000), and as Crozier and Reay (2011, pp. 153-154) 
found: 
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Weak framing may also imply (albeit unintentionally) that not very 
PXFKZRUN LV UHTXLUHG« loose framing intended as a supportive 
DSSURDFK KDV EHHQ VHHQ WR FRPSRXQG VWXGHQWV¶ ODFN RI FXltural 
capital and confusion.  
 
Students who participate in workshops, despite having done no preparation for the 
VHVVLRQV PD\ EHOLHYH WKDW WKH\ DUH SDUWLFLSDWLQJ LQ µDFDGHPLF SUDFWLFH¶ EXW
without preparation their participation can only be superficial.  
 
I conceptualise students as members of the academic community, and it is 
only when students are positioned as legitimate peripheral participants of the 
academic community of practice, and are allowed responsibility for aspects of 
tasks that have been delegated to them, such as preparing for sessions, that they 
can embark on a trajectory toward fuller membership of the community (Lave & 
Wenger, 1991). Taking responsibility can be seen as a desirable step toward 
becoming a professional and being denied responsibility can lead to students 
feeling disempowered (Clouder, 2009). Membership of a community rests on 
participation in practice, with the newcomer gradually taking on more 
responsibility for aspects of tasks which grow in complexity. In BernstHLQ¶V terms, 
if newcomers do not recognise and realise that responsibility, they cannot 
participate in community practices and are consigned to the periphery of the 
community. 
  
The recognition and realisation rules in relation to attendance and 
contributing appeared to be clear to most students; the boundaries were drawn 
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between what was deemed acceptable and what was not, and students were able to 
realise the expectations that we had of them. The recognition rules in relation to 
independent study were less clear; some did not appear to recognise that 
independent study was an expectation, with boundaries being blurred and 
inconsistent through the weak classification created by tutors who appeared not 
only to accept but to anticipate and prepare for non-completion. Furthermore, even 
amongst those students who did recognise that completing independent study tasks 
was necessary, in common with Crozier and Reay¶V ILQGLQJV (2011) many 
appeared unable to realise them, accepting non-completion as unavoidable. 
 
Ecclestone and Hayes (2009, p. 87) argue that pedagogies purporting to be 
empowering can actually be disempowering, since they position students as 
YXOQHUDEOH DQG IUDJLOH VXFK WKDW µVWXGHQWV DUH LQIDQWLOLVHG E\ D GLVFRXrse of 
YXOQHUDELOLW\¶. Tutors informed by this discourse of vulnerability can undermine 
VWXGHQWV¶ DFTXLVLWLRQ RI UHFRJQLWLRQ DQG UHDOLVDWLRQ UXOHV *LGGHQV (1991, p. 6) 
suggests that: 
[C]ODVVGLYLVLRQVDQGRWKHUIXQGDPHQWDOOLQHVRILQHTXDOLW\« can 
be partly defined in terms of differential access to forms of self 
actualisation and empowerment « Holding out the possibility of 
emancipation, modern institutions at the same time create 
mechanisms of suppression, rather than actualisation, of self. 
 
Rather than compensating for student non-participation, planning for the 
module in the following year needed to expect, and demonstrate the expectation 
that students would complete reading and other independent study. However, 
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although making expectations clear might help students to recognise what they 
needed to do, stronger framing was necessary if students were to realise those 
expectations; in my focus on academic writing in the pilot study I had 
PDUJLQDOLVHG DFDGHPLF UHDGLQJ DQG RYHUORRNHG WKH µEUHDG DQG EXWWHU¶ SUDFWLFHV
that are also essential for academic success. Both needed to be addressed in the 
main study. 
 
5.4 Changes arising from the pilot study  
Although there was broad agreement that the intervention did support 
students in recognising and realising aspects of academic literacy practice, it was 
not effective for all students and other aspects of practice, which had an impact on 
literacy practices, had been overlooked. On reflection, I had asked too much of 
tutors in the pilot study, some of whom preferred to lead workshops with clear 
content-based outcomes and were not confident with the less structured practice-
based approach. There appeared to be a mismatch between my own 
epistemological position and approach to the module, and that of some other 
tutors. Gibbs (2003) notes that research into student learning is often inconclusive 
and interventions which are almost identical can have conflicting findings, the key 
difference being the way the individual tutor implemented them. The changes to 
the module ES1A had certainly been done in different ways, and sometimes in 
ways that did not reflect the rationale underpinning the module. As Ertl and 
Wright (2008, p. 206) noteµboth tutors and students need guidance and support in 
introducing pedagogical innovations that might differ from their previous 
experience and challenge expectations¶Supporting tutors more, by making whole 
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group activities more structured, and including more small-group activities, 
HQDEOHG PH WR UHGXFH WXWRUV¶ DQ[LHWLHV DQG SHUFHLYHG QHHG WR VXSSOHPHQW P\
guidance with additional content. I discussed again with colleagues the rationale 
for the module and the ways of working, and to ensure that all students could 
access the reading and tutors would not feel obliged to compensate for perceived 
shortcomings of the library provision, I made all set reading available on the VLE. 
The necessity of completing preparation for workshop activities was made more 
explicit, for example, specifLFDOO\ VWDWLQJ LQ ZRUNVKRS JXLGDQFH µ\RX QHHG \RXU
QRWHVIURP«WRFRPSOHWHWKLVWDVN¶WRDGGUHVVWKHIDLOXUHRIVRPHVWXGHQWVWRVHH
the relevance of independent tasks to the activities in the workshops.  
 
My focus in the pilot on collaborative writing had been too narrow. 
Writing was where student difficulties were most clearly made manifest, and still 
needed to be a major element of the approach, but students also had problems with 
reading; reading practices needed to be made more visible and students needed to 
be supported in their participation in academic reading. Reading would be 
acknowledged as problematic, and students would be encouraged to identify in the 
set reading each week, sections that they had found difficult or had not understood. 
Workshops would then provide a context for talking about reading; students would 
be positioned as a community of learners, sharing both their approaches to texts 
and their understanding of content.  
 
Wider practices also needed to be addressed since student participation in 
OLWHUDF\SUDFWLFHVDSSHDUHGWREHOLPLWHGE\WKHLUOLPLWHGSDUWLFLSDWLRQLQWKHµEUHDG
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DQGEXWWHU¶SUDFWLFHVXQGHUSLQQLQJDFDGHPLFHQJDJHPHQWVXFKDVPDQDJLQJWLPH
remembering what needs to be done and using the library. Rather than compensate 
for non-preparation, my pedagogical approach needed to be extended to provide 
situated opportunities for students to read academic texts, discuss how long it takes 
to read different kinds of text, search the library catalogue to find a relevant text 
and discuss how they managed time or organised their study schedules as part of 
collaborative workshops. To support time-management, independent set tasks 
would include a guide as to how long students should expect to spend on the task. 
Such an approach was intended to provide stronger framing for those academic 
practices overlooked in the pilot study. I also decided to make the workshops 
longer so that the 4 hours contact time became 3 hours workshops and 1 hour 
lecture, to give more time for students to work together. This meant that there was 
less time for teaching module content, which had been mainly included in lectures, 
but that which was included could be explored more fully in the workshop 
sessions. (The full list of workshop titles, overviews, objectives and summary 
descriptions of activities from the main study (2009-10) are in appendix 5.2). 
 
5.5 Conclusion 
My journey through the first action research cycle took me from an initial 
concern with students who struggled with writing for assignments, to a fuller 
recognition that writing was providing the window through which problems with 
wider academic practices were made visible. Although practices such as being 
analytical, constructing argument and providing evidence were problematic, as I 
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had anticipated, so too were reading and broader academic practices. Furthermore, 
WXWRUV VHHNLQJ WR EH VXSSRUWLYH VRPHWLPHV XQGHUPLQHG VWXGHQWV¶ VHQVH RI
responsibility and the mis-communication of expectations consigned some 
students to the periphery of the academic community. In the main study, I adopted 
the same pedagogy of academic practice, but sought to extend its scope, and my 
research explored how students experienced the workshops and their changing 
participation in, knowledge of and identification with academic practice.  
 
,Q &KDSWHU  , H[SORUH µ3DUWLFLSDWLRQ LQ 3UDFWLFH¶ 0\ DQDO\VLV H[SORUHV
what the students do as they work together in their small groups, how they 
establish ways of working together and the practices in which they participate. In 
particular, the emergence of talk about practice as a significant practice of the 
FRPPXQLW\ LVGLVFXVVHG ,Q&KDSWHU ,H[DPLQHVWXGHQWV¶DUWLFXODWHGNQRZOHGJH
of academic practice as demonstrated by the way that they talk about the practices 
in which they are engaged and the practices that they engage in independently and 
I explore the relationship between that knowledge of practice as represented by 
their talk and their enacted knowledge, as demonstrated by their participation in 
practice. In Chapter 8 I discuss studeQWV¶DFDGHPLFLGHQWLWLHV7KURXJKDQDO\VLVRI
VWXGHQWV¶ WDON DERXW DFDGHPLF SUDFWLFH LQ UHODWLRQ WR RWKHUV VWXGHQWV DQG QRQ-
students, I show how participation in shared academic practice provides a space 
for them to construct narratives with which to tell the self as academic.  
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Chapter 6 
Participating in practice 
6.1 Introduction: Making academic practice accessible 
Academic practice, and in particular academic literacy practice, is often 
VHHQDVDOLHQDWLQJDFWLQJDVµJDWHNHHSHU¶IRUDQDFDGHP\WKDWH[FOudes those that 
are not familiar with and able to use those practices (Burn & Finnigan, 2003; 
Ivanic, 1998; Lea 2004; Lea 1998; Leathwood & O'Connell, 2003; Lillis, 2001; 
Satterthwaite, 2003). I have argued that the privilege and power inherent in these 
practices should be challenged, not by rejecting the practices but by adopting 
pedagogical approaches that make academic practices accessible, so that those 
practices might be a potential agent of empowerment and inclusion rather than an 
agent of alienation and exclusion. In this chapter I address my first research 
question; how does a pedagogy of academic practice facilitate participation in 
academic practice?  
 
I first explain how I am conceptualising students as members of the 
academic community, and then use Communities of Practice as a framework for 
analysis. I examine how students working in small groups establish their own 
communities of practice within the wider academic and non-academic context: the 
ways they find to work together; how they negotiate their approach; and the 
practices which they adopt. Through analysis of participation in practice I identify 
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talk about practice as central to the project of becoming a member of the academic 
student community of practice.  
 
6.2 Academic communities of practice  
As outlined in Chapter 3, I am conceptualising undergraduates as 
legitimate peripheral participants in academic communities of practice. The notion 
RI µDFDGHPLF FRPPXQLW\ RI SUDFWLFH¶ LV SUREOHPDWLF DQG , use the term, not to 
suggest homogeneity but to indicate that there are shared practices across the 
academy whilst acknowledging that these practices will look different in different 
disciplines, and even within a discipline.  Different disciplinary communities will 
participate in academic practices from different epistemological positions, raising 
GRXEWVDERXWDQ\DWWHPSWWRWDONDERXWDVLQJXODUµDFDGHPLFFRPPXQLW\¶DQGHYHQ
within a discipline there will be smaller communities of practice reflecting 
particular epistemological or methodological positions. Disciplinary communities 
of practice can be seen as µFRPSOH[VKLIWLQJZLWKRIWHQLOOGHILQHGERXQGDULHVDQG
SRVVLEO\ZLWKDQXPEHURIFRPSHWLQJRUFRQWUDGLFWRU\FRPPXQLWLHV¶ (Jones, 2009, 
p. 94). This is further complicated in Education Studies which is not so much a 
discipline as a field, with contributory disciplines, as discussed in Chapter 2. 
Education Studies departments show diversity in their allegiance to the 
contributory disciplines and are in constant flux as new practices become adopted 
and old ones rejected or modified. Local Education Studies communities of 
practice reflect different ways of practising and overlap to a greater or lesser extent 
with each other, together contributing to the ongoing construction of the broad 
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Education Studies community of practice. The broad Education Studies 
community of practice in turn overlaps with other disciplinary communities of 
SUDFWLFH WRJHWKHU FRQWULEXWLQJ WR WKH RQJRLQJ FRQVWUXFWLRQ RI WKH µDFDGHPLF
FRPPXQLW\¶ 
 
:LWKLQ WKH EURDG µDFDGHPLF FRPPXQLW\¶, it is possible to identify shared 
characteristics of academic practice, even if they look different in different 
contexts; for example, that which counts as evidence will vary between 
communities, but the requirement for evidence of some kind in the construction of 
argument is shared. In this broad sHQVH WKHQRWLRQRI DQ µDFDGHPLF FRPPXQLW\¶
makes sense, and can be understood as comprising disciplinary, institutional and 
departmental communities of practice overlapping with other disciplinary, 
institutional and departmental communities of practice to a greater or lesser extent 
depending on the extent to which specific ways of thinking and practising are 
shared.  
 
Students experience the academic community through their participation in 
localised institutional and departmental communities of practice, and student 
communities of practice are constructed in relation to these. Figure 6.1 represents 
how Education Studies communities of practice which provide the context for my 
research might be positioned in relation to one another. The Education Studies 
coPPXQLW\ RI SUDFWLFH DW 6W +XJK¶V ZLOO VKDUH PDQ\ SUDFWLFHV ZLWK WKH ZLGHU
Education Studies community, but will also have localised practices that have 
grown up as a consequence of the people that comprise the community and in 
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response to institutional imperatives and constraints. The small grouped circles 
represent the academic student communities of practice created on each table in 
the workshop group, showing that they will share some practices with other 
Education Studies communities of practice but also might evolve practices unique 
to the group.  
 
Figure 6.1: Education Studies communities of practice in relation to each 
other and to the wider academic community 
 
Other institutional Education Studies communities would be represented by 
similar circles, overlapping in some areas, and not in others, and together would 
comprise the large Education Studies circle, but are omitted for clarity. The dotted 
OLQHUHSUHVHQWVWKHSODQHRIWKHµDFDGHPLFFRPPXQLW\¶FRPSULVHGRIRWKHUVXEMHFW
Education Studies 
community of practice 
6W+XJK¶V'HSDUWPHQWal 
Education Studies 
community of practice 
Table group 
communities 
of practice 
Academic community 
of practice 
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and disciplinary communities of practice which overlap with each other to varying 
degrees and which are also omitted for clarity. 
 
:LWKLQ WKLVPRGHO WKHVWXGHQWV LQHDFKVPDOO µWDEOH¶JURXSDV WKH\ZRUN
together, can be conceptualised as actively constructing their own academic 
student communities of practice. Although these are constructed within the context 
of the wider Education Studies community, and specifically within the 
departmental Education Studies community as enacted in the curriculum and 
pedagogy, they are not determined by it. The membership of academic student 
communities within the context of the wider academic community can be seen as 
DQDORJRXV WR3DHFKWHU¶V (2007, p. 24) characterization of gender communities of 
practice where:  
The multiple nature of participation in communities of practice 
also means that we can see children as moving between successive 
age-related communities of masculinity and femininity practice, 
while gradually becoming less peripheral members of wider, adult-
centred gender communities.  
        
Similarly, undergraduates can be seen as participating in undergraduate 
communities of academic practice while at the same time becoming members of 
wider academic communities within the department, the institution and beyond. 
Despite being within the context of the departmental academic community of 
practice, where tutors will provide a model of practice and can endeavour to 
VXSSRUW VWXGHQWV¶ WUDMHFWRULHV IURP SHULSKHUDO WR IXOOHU SDUWLFLSDWLRQ ZLWKLQ WKH
student academic community of practice there are no µold-timers¶VLQFHWKH\DUHDOO
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new. No-one is quite sure what they should do, or if they are doing it right. Tutors 
show that they recognise legitimacy through feedback of various kinds, both 
formal and informal, but other students also respond in ways that show that they 
recognise aspects of participation as being legitimate or not, and through such 
interactions successful performance can be judged. The extent to which academic 
student communities of practice resemble wider academic communities of practice 
depends on the extent to which students appropriate or reject practices of the wider 
academic community. If power resides in practice, as I have previously suggested, 
and existing members of the community judge whether or not peripheral members 
SUDFWLFH LQ DFFHSWDEOH ZD\V VWXGHQWV¶ DFDGHPLF VXFFHVV rests on their ability to 
demonstrate those practices deemed appropriate by existing members, and in 
particular to demonstrate those practices in assessed work. The degree of similarity 
between their academic student community of practice and the departmental 
academic community of practice therefore contributes to their academic success. 
 
$OWKRXJK P\ FKLHI LQWHUHVW LV LQ WKH VWXGHQWV¶ SRVLWLRQV DV PHPEHUV RI
student and departmental academic communities of practice, individuals are 
members of many other communities of practice: sports, social, family, political, 
religious and other. Of particular relevance, students are members of other student 
communities of practice (for example, the football club, the dance society or a 
particular hall of residence) which, as non-academic communities, would be 
represented on different planes intersecting and overlapping in complex ways with 
each other and with the academic plane represented in Figure 6.1. Furthermore, all 
the students in this study are studying another subject alongside Education and so 
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WKH\ DUH DOVR PHPEHUV RI WKHLU VXEMHFW FRPPXQLW\ RI SUDFWLFH 6WXGHQWV¶
memberships of other communities of practice affect their academic practice, as I 
discuss in this chapter, and their positioning at the nexus of intersecting and 
overlapping student and non-student communities of practice also has implications 
for identity work as I discuss in Chapter 8. 
 
6.3 Student participation in academic practice 
To examine the nature of participation in academic practice in the 
ZRUNVKRSV , GUDZ RQ :HQJHU¶V (1998) dimensions of practice - mutual 
engagement, joint enterprise and shared repertoire - as an analytical framework. 
Each of these dimensions provides a different focus for analysis, foregrounding 
different aspects of the community of practice. First, I examine the nature of the 
relationships that students establish within their groups so that they can work 
together in particular ways (mutual engagement) and examine elements of this 
process including community maintenance and the mediating role of talk about 
practice.  
 
Secondly, I discuss how students negotiate their approach to the demands 
of the workshop, in order to achieve their goals (joint enterprise). As students they 
have, to some extent, shared goals, and these generally include to get a degree, to 
learn and, for most of the students on this module, ultimately to become teachers. 
But they also share more immediate goals: to get through the day, to maintain 
UHODWLRQVKLSVWRFRPSOHWHZRUNVKRSWDVNV$VJURXSVQHJRWLDWHZD\VWRµJHWWKLQJV
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GRQH¶ LW EHFRPHV FOHDU WKDW WKH QDWXUH RI WKH MRLQW HQWHUSUise is different for 
GLIIHUHQWJURXSVZLWKHYLGHQFHRIDPRUHRUOHVVµDFDGHPLF¶HQWHUSULVHGHSHQGLQJ
on the group. I focus on a critical incident in which one group, recognising 
limitations in their original approach, set about negotiating an alternative way to 
approach their task which enables them to redefine their joint enterprise as more 
µDFDGHPLF¶DQG,KLJKOLJKWWKHFHQWUDOUROHRIWDONDERXWSUDFWLFHLQWKHSURFHVV 
 
7KLUGO\ , LGHQWLI\ SUDFWLFHV WKDW EHFRPH SDUW RI WKH JURXSV¶ ZD\V RI
working, and discuss how for most groups there is evidence of a qualitative change 
in the nature of their participation (shared repertoire). Although this change is 
quite limited, for most groups the academic student community of practice begins 
to include aspects of academic practice; for example, there are fewer unexplained 
statements, less willingness to accept all contributions without question, and a 
greater readiness to present and consider alternatives, justify, extend, explain and 
µWKLQNDORXG¶. Crucially, recordings show that students do not only participate in 
practice; they talk about it, so that talk about practice itself becomes a practice of 
the community.  
 
Finally, I draw on the previous three sections to discuss the central role of 
talk about practice LQ WKH VWXGHQWV¶ ZD\V RI SUDFWLVLQJ 0\ SHGDJRJLF DSSURDFK
fulfilled my intentions to make practice visible and to give students the 
opportunity to experience in context what it was that they were trying to achieve, 
and I argue that the most significant element of the pedagogic approach was talk 
about practice, which itself became a practice of the community.  
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6.4 Mutual engagement: Finding ways of working together  
Wenger (1998) notes that mutual engagement in the practices of the 
community is what defines the community: the way that the members do things, 
the relationships that are entailed, and community PDLQWHQDQFHµ5HODWLRQVKLS¶DQG
µFRPPXQLW\¶ VKRXOG QRW EH WDNHQ WR LPSly agreement and homogeneity, rather, 
they are concerned with how disparate members of a group find ways of working 
together, despite disagreement and difference. Students from varied backgrounds 
with different experiences and expectations might or might not agree, might or 
might not like each other, and might or might not have much in common, but 
within this module, with a pedagogical approach that includes collaborative group 
work, they must find ways to work together. Each individual therefore has a vested 
interest in contributing to the construction and maintenance of a group to which 
they can feel they belong.  
   
6.4.1 Finding a group to belong to 
The students in this study were allocated at random to one of six workshop 
groups. At the start of the module most were essentially strangers, although some 
had already met through their accommodation, the subject that they studied 
alongside education or social events, and the first meeting of the workshop group 
included ice breaking games to try to begin to establish relationships. Before 
attending the first session of ES1A they had attended the ice breaking session, and 
one seminar session (taught in the same group) for the other core Education 
Studies module studied in semester 1 (ES1B).  
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In the workshop group, students sat around tables which could 
accommodate up to six and these smaller working groups were self-selected. Most 
students had already settled into a particular group by the second week of the 
module, and by the third week (when the students had already worked together on 
5 occasions, twice for ES1A and three times for ED1B) group membership was 
static, with only one student, Ed, failing to select a single group to work with, and 
moving instead between two groups throughout the semester. Everyone else sat at 
the same table each week, except when specific factors (such as the absence of a 
usual working partner or the nature of the activity) prompted a move to another 
group.  
 
The decision to allow students to self-select their groups was taken 
deliberately. Allowing student to choose where to sit gives those who want the 
security of familiar faces the support they desire, but also permits those who would 
prefer to move the opportunity to do so. Directing students to different groups each 
week does have advantages associated with working with a range of different 
people, encountering different perspectives, and perhaps feeling more obliged to 
contribute, since relative strangers might be less forgiving than friends. It can also 
influence the tone of the whole group who come to know each other, rather than 
just the people with whom they usually work. On the only week when the nature 
of the activity meant that students were obliged to work in different groups there 
ZDVQRHYLGHQFHWKDWLQGLYLGXDOV¶FRQWULEutions were affected either negatively or 
positively. However, I have found that previous attempts to direct students to 
particular groups have met with resistance, and, since establishing friendships 
  177 
appears to aid retention (Harvey et al., 2006; Wilcox et al., 2005; Yorke & 
Longden, 2008), I believe that in the first semester in particular, as students try to 
establish relationships, allowing them to work in self-selected friendship groups 
can contribute to a sensH RI µEHORQJLQJ¶ DQG WKH FUHDWLRQ RI FRPPXQLWLHV RI
practice, the early stages of which I now discuss. 
 
6.4.2 Getting started: finding a voice 
In the first week of the module (25.09.09) students were asked to write 
individually a brief response to the quesWLRQµ:KDWLVOHDUQLQJ"¶DQGWKHQWRVKDUH
their thoughts with the others on their table. They were asked to discuss their 
different responses and to write together a paragraph that captured their discussion 
and their range of views. Everyone made a contribution, and all groups 
endeavoured to give everyone a chance to contribute and to receive all ideas 
SRVLWLYHO\1HYHUWKHOHVVPDQ\VWXGHQWVHQJDJHG LQµKHGJLQJ¶ZKHUHE\WKH\ZHUH
critical of their own contributions and appeared to demonstrate a reluctance to 
appear to be claiming expertise. Hedging diminished as the semester progressed, 
surfacing rarely in the second half of the module, but was found frequently in the 
ILUVW VHVVLRQ ,Q WKHVH H[DPSOHV .LP SUHVHQWV KHU LGHDV DV µUDPEOLQJ¶ DQG +HOHQ
takes a similar attitude, dismissing the second part of her answer as not making 
sense: 
 
Kim:  I just started rambling towards the end of the sentence. 
        25.09.09 a.m. Group 4 
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Helen: , MXVW SXW µIXOO\ XQGHUVWDQGLQJ WKH WRSLF¶ µFRV ZKHQ \RX
YH OHDUQW
somethinJ \RX NQRZ LW GRQ
W \RX"  $QG WKDW ELW GRHVQ¶W HYHQ
make sense very well anyway.  
                                                                        25.09.09 a.m. Group 1 
 
+HOHQ¶VXVHRI WKHPRGLI\LQJVWDWHPHQW µ, MXVWSXW¶ LV IRXQG LQDOOJURXSV
dXULQJ WKDW ILUVW VHVVLRQ DQG LV LQGLFDWLYH RI D WHQGHQF\ WR GRZQSOD\ RQH¶V
contributions, which is, perhaps not surprisingly, common in the first weeks; 
sharing work with others whom one hardly knows is difficult, there can be no 
confidence that they will receive your ideas positively, and there is risk involved in 
opening oneself to the judgment of others. However, any such worries were 
unfounded, all groups in the first week appear to be keen to demonstrate 
acceptance; they receive contributions positivel\DQGµ\HDK¶DQGµPP¶SXQFWXDWH
their talk as they seek to show agreement. Furthermore, as demonstrated by Group 
6 they rarely discuss ideas, rather they make contributions without comment one 
after the other: 
 
Bryony : I've just put, um, µLW¶V WKHRSSRUWunity to broaden your knowledge 
and open your mind and gain new skills in various subjects which 
may help you though life¶  
Meg: I just put µgaining knowledge of something that may or may not be 
familiar¶. Same sort of thing. 
Layla: ,¶YH MXVW SXW µto learn something means you've had a good 
understanding of it and you can discuss it or (unclear)¶  
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Olivia: Um, I've put µthe understanding and remembering of knowledge 
and skills¶ 
Catherine: I've put, um, µacquiring knowledge and understanding, something 
which enables you to apply it either to an exam or other situation¶  
Bryony: TKH\¶UHDOOSUHWW\VLPLODUWKHQDUHQ¶WWKH\" 
Several: Yeah.  
Bryony: We can just use any of them. 
Olivia:  IW¶VDOOSUHWW\PXFKMXVWDERXWNQRZOHGJHLVQ¶WLW" 
Bryony: Yeah. 
(inaudible muttering with gaps) 
(laughter) 
Olivia:  Right, so what are we going to write down then? 
25.09.09 a.m. Group 6  
 
Groups had been explicitly asked to note and discuss where their ideas 
were different, but they appear to be either unable or unwilling to recognise 
GLIIHUHQFHV ,Q UHFHLYLQJ RWKHUV¶ FRQWULEXWLRQV SRVLWLYHO\ WKHUH LV QR WKUHDW EXW
there is also no room for challenge, and no room even for clarification; what does 
%U\RQ\PHDQE\µRSHQ WKHPLQG¶"'RHVVKHKDYH LGHDVDERXW WKH WUDQVIRUPDWLYH
powers of learning? We cannot know, because no-one asks her. There is a wealth 
of ideas in their responses to the question, but no attempt is made to explore them 
any further. Their different views are all accepted and the initial identification of 
gaining knowledge and skills is gradually extended to include understanding, 
remembering and applying. Their ideas are not contradictory, yet there are 
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GLIIHUHQFHV WKDW JR XQUHFRJQLVHG LQ %U\RQ\¶V VXPPDU\ WKDW WKH\ DUH µDOO SUHWW\
VLPLODU¶DQG WKH\FDQµMXVWXVHDQ\RI WKHP¶7KHLU UHVSRQVHPD\UHIOHFWH[LVWLQJ
understandings of the nature of group tasks learned from school which, Cameron 
(2000, p. 179) suggests, requires acceptance rather than questioning so that 
students learn to be 'co-operative and non-judgmental' rather than to 'argue, 
challenge or persuade'.  
 
Such co-operative and non-judgmental talk results in a complete lack of 
discussion, and all other groups follow a similar pattern of stating a range of 
views, agreeing that they all said the same and then putting them together into a 
VKRUWSDUDJUDSK5DWKHUWKDQH[SORUHGLIIHUHQWFRQFHSWXDOLVDWLRQVRIµOHDUQLQJ¶WKH\
move swiftly to produce an outcome in a product-focused UHVSRQVH WR 2OLYLD¶V
TXHVWLRQ µ5ight, so what are we going to write down then?¶ *URXS  SURGXFH D
statement that is a composite of all of their separate sentences, with care taken to 
LQFOXGHHYHU\RQH¶VVXJJHVWLRQVLQWKHILQDOSDUDJUDSKDQGLQGLYLGXDOVGeliberately 
drawing in others by inviting them to restate their sentences:  
 
Olivia:  :KDW¶V\RXUVDJDLQ" 
Meg: µ*aining knowledge of something you may or may not be familiar 
with¶ DQGWKHQ,¶YHSXWµsomething that may, may confuse you will 
be more clear aIWHU\RXKDYHOHDUQWLW¶ODXJKV 
Layla:  So should we put µgaining knowledge¶?  
Olivia:  Gaining knowledge and understanding?  
Meg:  Yeah that's good. 
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Olivia:  µCos that seems like a good theme. 
Meg:  Applying it to exams. 
Catherine: Yeah and tasks. 
Olivia: Yeah I mean gaining knowledge and understanding and being able 
to apply it.  
Catherine: Yeah.  
Bryony: ,W¶V WKH OLNH XQFOHDU LW¶V WKH RSSRUWXQLW\ WR GR WKDW +DYH \RX
learnt it? 
Catherine: TKDW¶VTXLWHDJRRGZD\WRVWDUWLW. 
Olivia:  Yeah.  
Bryony: Yeah. We could start it like this and then add on the, um, what, 
what was yours again? Like new skills acquired to« 
Meg:  That was the one applying it to, um. 
Catherine: Oh µapplying to an exam or other situations¶ 
Bryony: Yeah you said something as well GLGQ¶W\RX, what was it? 
Catherine: Yeah, yours was something about familiar, µit might be familiar¶ 
Meg:  Oh um µsomething that you may or may not be familiar with¶ 
Bryony: Yeah we can add that on as well. 
25.09.09 a.m. Group 6 
 
Although they do not diVFXVVRUFKDOOHQJHRWKHUV¶ LGHDV LQGLYLGXDOVZDQW
WRHQVXUHWKDWWKHLULGHDVDUHLQFOXGHG$VWKH\EHJLQWRZULWH/D\OD¶VVXJJHVWLRQ
WKDWWKH\SXWµgaining knowledge¶LVH[WHQGHGE\2OLYLDWRLQFOXGHµXQGHUVWDQGLQJ¶
DQG0HJ¶VVXJJHVWLRQWKDWWKLVNQRZOHGge and understanding could be applied in 
  182 
H[DPV LVH[WHQGHGE\&DWKHULQH WR LQFOXGHµWDVNV¶SRLQWV WKH\KDGHDFKPDGH LQ
their initial written statements. Students are deploying sophisticated interpersonal 
skills as they negotiate a position for themselves within the group. This includes 
encouraging and involving others whilst not appearing to be too confident 
yourself, yet ensuring that your own ideas are not ignored. It is, perhaps, not 
surprising that there is little space for discussion of the topic.  
 
Although students did begin to argue, challenge and persuade as the 
semester progressed, their initial readiness to co-operate, and to encourage and 
facilitate contributions from others continued. They made attempts to involve 
people and encourage them when they faltered and little overt conflict was 
apparent in their relationships. Of course this does not mean that there was very 
little conflict, only that the students did not see it as acceptable to articulate or 
enact conflict in the workshop groups, or at least that they ensured that it was not 
recorded. The categories arising from the data that were coded in relation to the 
ways that relationships within groups were established were predominantly 
concerned with building positive relationships (hedging, encouraging, humour, 
involving, seeking agreement) with only tension, peacemaking (as a response to 
tension) and responsibility (to the group) revealing breakdowns in relationships.   
 
The three categories indicating disharmony (tension, peacemaking and 
responsibility), were the three with the fewest references in the data. However, the 
two extracts that follow show that when tensions and frustrations arise in relation 
to academic practice, and are vocalised through talk about what participation in 
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practice includes, the resultant negotiation can contribute toward establishing the 
JURXS DV µDFDGHPLF¶ The focus in my analysis of these extracts is on how the 
relationships that are created and sustained, and which make mutual engagement 
possible, mediate and are mediated by talk about practice. 
 
6.4.3 Articulating expectations for practice: Tension and Peacemaking 
,Q WKLVH[WUDFW IURPZHHN WKHVWXGHQWVDUHGLVFXVVLQJ9\JRWVN\¶VZRUN
(the topic of a lecture earlier that day). They have been asked to select two aspects 
that they believe it would be valuable for teachers to know and understand, and to 
justify their choices, recording their choice and a short explanation of why they 
have chosen it on a post-it note. Iris has just begun to record their selection: 
 
Carl:  What we doing"µ0RUH.QRZOHGJHDEOH2ther¶ or not? 
Iris:  Yeah is that alright? 
Carl:  Yeah.  
Vicky:  Are we? Oh. 
Iris:  (unclear) 
Vicky:  :HOOLW¶VQRWMXVWPHLVLW":e do have to actually discuss it. 
Iris:  ,WKRXJKWZH¶G agreed. You all said it so I was writing it. 
Ellie:  Do you want to say anything Teresa? 
Teresa: I just thought we« 
Iris:  Fine! (with irritation) 
        6.11.09 p.m. Group 2 
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Group 2 have been talking for over 17 minutes and Iris has begun to record 
before the group has made a firm decision. The disagreement is about how the task 
LV EHLQJ DSSURDFKHG DQG GHVSLWH (OOLH¶V DWWHPSW WR LQYROYH 7HUHVD SHUKDSV DV D
neutral third party to broker the peace, Iris appears to feel marginalised, her 
YHKHPHQWµ)LQH¶LQGLFDWLQJWKDWVKHLVDnything but fine. After withdrawing from 
the discussion for a short time, a few minutes later she is involved again: 
 
Iris: The thing is, I think that if we have [scaffolding] ZH¶UH JRLQJ WR
have a lot of the same reasons as [More Knowledgeable Other] 
because the More Knowledgeable Other is the same, it will bring 
the same outcome, so« 
Vicky:  Yeah but does it matter? Because if « 
Iris:  Yeah EHFDXVHLW¶VYDULHW\.  
Vicky:  Yeah but at the end of the day«  
Iris:  AQG,OLNHYDULHW\LW¶VQLFH. 
Vicky: Actually ZH VKRXOG EH FKRRVLQJ WKH DVSHFWV WKDW ZH WKLQN LW¶V
important for teachers to understand.  
Ellie:  OK, yeah, no. 
Vicky:  The most important, [even] LIWKH\¶UHVLPLODU. 
Iris: ,¶PMXVWJRLQJWRVWRSWDONLQJLI\RX¶UHMXVWJRLQJWRGLVDJUHHZLWK
everything ,¶PVD\LQJ. 
Ellie:  Whoa, stop. Chill. Right. 
(They switch off) 
        6.11.09 p.m. Group 2 
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Iris and Vicky disagree over the nature of their participation. For Vicky, 
GLVFXVVLRQ LV DQ LPSRUWDQW SUDFWLFH µWe do have to actually discuss it¶ 6KH is 
determined to follow the brief and to try and identify reasons to justify their choice 
UDWKHU WKDQ WR DOORZ ,ULV WR PDNH GHFLVLRQV EDVHG RQ JLYLQJ WKH WDVN µYDULHW\¶
9LFN\¶V GHIHQFH RI KHU SRVLWLRQ OHDGV WR D WHPSRUDU\ EUHDNGRZQ LQ WKH JRRG
relationships established in the group and as they talk about what their 
collaborative practice should include, agreement and acceptance, key 
characteristics of all group relationships as established in the early days, become 
less tenable. Talk about practice forces them to confront their different 
perspectives, not in relation to the module content, but in relation to ways of 
practising, and to review the nature of their mutual engagement.  
 
Turning off the recorder prevents us from knowing how they resolve the 
issue, but reveDOVVRPHWKLQJRIWKHLUSHUFHSWLRQVRIFRQIOLFW(OOLH¶VLQWHUYHQWLRQV
when she tries to involve Teresa as a neutral third party and later when she halts 
WKH GLVDJUHHPHQW ZLWK µ:KRD VWRS¶ VKRZ KHU GHVLUH WR DYRLG FRQIOLFW DQG LW LV
significant that although this group often leave the recorder running when they go 
off-task and talk about their social lives, they choose to switch off the recorder on 
this occasion. The argument is not something that they feel has a place as part of 
the research data, suggesting that they perceive conflict as an unacceptable 
practice, something that they had also articulated earlier in week 2 when I (Jane) 
approached them part way through a task which included the following guidance: 
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You may not agree in your group, but that is OK - these are things 
to debate! Try to convince each other - what evidence can you 
provide to try and persuade the others? (ES1A Workshop handout 
2.10.09) 
 
Fran:  We are arguing a lot on this table to be fair. 
Vicky:  <HDKZH¶UHDUJXLQJDORW 
Jane:  You are arguing a lot? 
Fran:  A lot. 
Teresa: BXWZHDUHQ¶WDUJXLQJZLWKHDFKRWKHUZH¶UHMXVWDrguing with each 
RWKHU¶VSRLQWV 
Jane:  7KDW¶VILQHWKDW¶VJRRG. 
Iris:  1RZH¶UHQRWDUJXLQJZLWKHDFKRWKHU. 
2.10.09 p.m. Group 2 
 
Explicitly stating the disWLQFWLRQ EHWZHHQ DFDGHPLF DUJXPHQW µZLWK HDFK
RWKHU¶V SRLQWV¶ DQG DUJXLQJ µZLWK HDFK RWKHU¶ D GLVWLQFWLRQ ZKLFK KDG EHHQ
GLVFXVVHGLQWKHZRUNVKRSVHVVLRQWKDWPRUQLQJZKHQµDFDGHPLFGHEDWH¶KDGEHHQ
introduced as looking at different ideas and viewpoints and testing them out 
against each other) allows Group 2 to accept disagreement about module content 
as an academic practice, without feeling that it has an impact on their 
relationships. Their explicit statement enables them to articulate knowledge of 
academic practice and ensure that their interpretations of academic practice as 
LQYROYLQJDUJXPHQW DUH VLPLODUSHUPLWWLQJ WKHP WRDGRSW µDUJXLQJ¶ UROHV LQ WKHLU
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discussion of module content. In contrast, in the disagreement between Vicky and 
Iris, different interpretations of academic practice are the root problem, and this 
affects how they can work together. But different beliefs and expectations about 
the nature of academic practice can only be addressed if they are vocalised in this 
way, and so such disagreements are helpful in establishing the mutual engagement 
of the group. Disagreement is not comfortable for Vicky and Iris, nevertheless it 
provides an opportunity to make visible the academic relationship, where 
academic practice is foregrounded and actions need to be justified. A similar 
incident, when expectations about practice are articulated, is demonstrated by 
members of Group 4 in relation to LQGHSHQGHQWVWXG\SUDFWLFHVDQGRWKHUV¶ODFNRI
preparation for workshops. 
 
6.4.4 Articulating expectations for practice: Responsibility to the group 
Failure to prepare for sessions might be expected to cause the rest of the 
group some justifiable irritation, however individuals were almost always 
DFFHSWLQJ RI RWKHUV¶ H[FXVHV 3HUKDSV WKLV LV EHFDXVH WKH\ KRSHG for similar 
indulgence when they failed to prepare, and lack of preparation was not 
uncommon. Only in Group 4 was there regular comment on the fact that others 
(only ever Gary or Dominic) had failed to prepare for the session. In this extract 
from week 3, the group leave the recorder running after completing a task, and 
*HRUJLDWDNHVWKHRSSRUWXQLW\WRVKRZKHUGLVDSSURYDORI*DU\¶VDFWLRQV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Dominic: Were you out yesterday Gary? 
Gary:  No I didn't go out. 
Dominic: No? 
Gary: No, I went I went to my mate's house, like, got a pizza and things, 
but I didn't go out. 
Georgia: So what's your excuse for not doing that work then? 
Gary:  Er. 
Georgia: I saw you highlighting it this morning. 
Gary:  Still doing it. (laughs) 
Andrew: Actually that's the first thing I did, before I did the [essay about] 
rote learning. I did that first. 
Yvonne: I didn't even know we had to do this till like yesterday. (laughs) 
16.10.09 a.m. Group 4 
 
$OWKRXJK*DU\ ODXJKVRII*HRUJLD¶VGLUHFW FKDOOHQJH WKLV LV QRW WKHRQO\
expression of disapproval from the group. Andrew, although less confrontational 
than Georgia, talks about his own practice, contrasting his own time management 
ZLWK*DU\¶VDQG<YRQQH¶VFRPPHQW WKDWVKHKDGRQO\UHDOLVHG WKHSUHYLRXVGD\
that it needed to be done, with the XQVSRNHQDGMXQFWµ\HW ,PDQDJHGWRFRPSOHWH
LW¶ FDQ DOVR EH LQWHUSUHWHG DV FULWLFLVP SDUWLFXODUO\ ZKHQ FRXSOHG ZLWK DQRWKHU
example at the end of term, this time directed at Dominic: 
 
Dominic: So technically, when you said [that] , KDYHQ¶W GRQH WKH UHDGLng, I 
wasn't here when the reading was set. 
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Yvonne: Neither was I though and I did it. 
11.12.09 a.m. Group 4 
Others may irritate, let you down or fail to make any useful contribution, 
however direct challenge of their behaviour is extremely rare and the obliqueness 
of these challenges demonstrates the work involved in establishing and 
PDLQWDLQLQJJRRGUHODWLRQVKLSVGHVSLWHRWKHUV¶QRQ-preparation. The relationships 
that the students work to maintain exclude any overt criticism of others, and it is 
only in Group 4 that any challenges are made. Such talk emphasises to Gary and 
Dominic that others are preparing, and managing their time differently, subtly 
revealing a power struggle as the others seek to establish themselves as an 
µDFDGHPLF¶ JURXS 7DON DERXW LQdependent study practices provides Georgia, 
Andrew and Yvonne with a way to challenge Gary and Dominic, to emphasise 
group responsibility and to construct academic relationships that are situated 
within academic practice.   
 
All groups talked about their ongoing academic practice in order to 
complete tasks, negotiating the minute by minute decisions that had to be made. In 
this way relationships were established within an academic context, but the 
expectations and responsibilities that arise from mutual engagement in academic 
practice were not articulated without the prompting of some kind of conflict that 
JDYH ULVH WRFKDOOHQJHRIDQRWKHU¶VSUDFWLFH7KH VWXGHQWV¶FR-operative and non-
confrontational relationships also contributed to the ways that they negotiated their 
DSSURDFK WR ZRUNVKRS WDVNV DV WKH\ VRXJKW WR µJHW WKLQJV GRQH¶ ,W LV WKLV
QHJRWLDWLRQRIµMRLQWHQWHUSULVH¶WRZKLFK,QRZWXUQ 
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6-RLQW(QWHUSULVH)LQGLQJZD\VWRµJHWWKLQJVGRQH¶ 
Individual students arrive at university with different experiences of 
learning and different expectations of what study at university will entail, but as 
members of small groups undertaking collaborative tasks they must negotiate their 
approach to tasks and what they judge to be an acceptable outcome of that task.  
 
7KHMRLQWHQWHUSULVHRIDJURXSRISDUWLFLSDQWVLVµDQHJRWLDWHGUHVSRQVHWR
WKHLUVLWXDWLRQ¶(Wenger, 1998, p. 77). For people to be mutually engaged in joint 
enterprise they must negotiate ways to work together, despite differences that may 
exist in their contributions, aspirations and understandings of the enterprise 
(Wenger, 1998). This aspect of practice has already been discussed in relation to 
disharmony, although the focus in my analysis of those extracts was on how 
academic relationships mediated and were mediated by talk about practice. Also 
central to the process of defining the joint enterprise is the mutual accountability 
WKDWLVUHYHDOHGDVVWXGHQWVVHHNWRµJHWWKHMREGRQH¶1HJRWLDWLRQRIZKDWWKH\DUH
trying to achieve and what they see as the purpose of the task is essential if any 
NLQGRIµMRLQW¶HQWHUSULVHLVWREHDFKLHYHG 
 
Two key elements of the process of negotiation of joint enterprise emerge 
from the data: movement between on-task and off-task talk, which reveals the 
tensions between overlapping communities of practice; and understanding the 
purpose of activities, which reveals the tensions between participation in practice 
and the product which represents that practice. I examine each of these separately. 
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6.5.1 Moving between on-task and off-task talk; overlapping communities of 
practice 
Although my focus is on the students in this study as members of the 
academic student community of practice, this community intersects and overlaps 
with other student and non-student communities of practice of which students are 
also members. In particular, other student communities of practice overlap with 
the academic student community of practice. The students in the study were all 
engaged in the joint enterprise of getting a degree, but other joint enterprises 
H[LVWHGDQGWKHVHµVSLOOHGRYHU¶LQWRWKHDFDGHPLFVWXGHQWFRPPXQLW\RISUDFWLFH
SDWXUGD\¶VPDWFKDGDQFHUHKHDUVDOSUREOHPVZLWKILUHDODUPVLQKDOORUD'UDPD
assessment all jostled for space alongside the Education Studies curriculum when 
students were in their small groups. Individuals did not cease to be a member of 
the football, or drama student communities of practice, just because they were in 
WKH (GXFDWLRQ 6WXGLHV ZRUNVKRS VR WKDW DQ\ µQHJRWLDWHG UHVSRQVH WR WKHLU
VLWXDWLRQ¶ZDVQRWOLPLWHGWRWKHLUSK\VLFDOSUHVHQFHLQWKHFODVVURRP 
 
On any given day, joint enterprise in workshops could be more or less 
µDFDGHPLF¶ ,W LV FOHDU IURP WKH GDWD WKDW VHYHUDO JURXSV VSHQW D FRQVLGHUDEOH
amount of time off task, and for some of the groups on some weeks this exceeded 
the time spent on task. On these occasions alternate student communities of 
practice took precedence, for example, on 11.12.09 the main concern for Group 1 
was with renting a house for the following year. Their joint enterprise on that 
particular day was less about the topic of the workshop and more about arranging a 
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house viewing, and the majority of the recording for one particular task was spent 
identifying a time when they would all be free.  
 
Group 5 had members who would spontaneously take conversation off-task 
at any time, simply introducing a new topic such as where they had been the 
previous night, their latest ailment or their plans for the weekend, and who rarely 
made any attempt to bring the talk back on track. Kim and Judith were core 
members of Group 5, with Helen and Bill joining them from the third week, and 
Ed sometimes sitting with them. Others who worked with Kim and Judith earlier 
in the semester moved to different groups. That others chose to sit elsewhere is 
further evidence that there was no appetite for conflict within groups and rather 
than try to establish alternate practices within Group 5 they simply sat with others 
where the joint enterprise was more academically focused, since Group 5 was not 
UHSUHVHQWDWLYH RI WKH ZRUNVKRS JURXS DV D ZKROH :KLOVW *URXS ¶V H[SHULHQFH
might be seen as a reason for intervening in the group membership, moving 
students each week so that such non-participatory practices are not adopted, I 
believe that the advantages for others in having a stable group, where mutual 
engagement, joint enterprise and shared repertoire can be established over 
consecutive weeks, outweigh the possible advantages for members of Group 5 that 
might accrue from working with different people each week.  
 
All groups went off-task at times, usually through a gradual drift as talk 
about the topic led into associated topics and eventually into something unrelated. 
For example, in a discussion about learning in context (6.11.09), Wendy was 
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trying to provide an example of how she had only realised the relevance of 
trigonometry through a real life experience, and this diverted into talk about how 
GLIIHUHQWJURXSPHPEHUVKDG OHDUQHG WRPHPRULVH µVRK-cah-WRD¶ WKH UXOH IRU WKH
relationships between sides and angles of a triangle, and how their teachers at 
school had introduced it. Similarly, when Georgia talked about the importance of 
educational visits, her group spent some time sharing examples of places they had 
EHHQRQVFKRRO WULSV'LVFXVVLRQVHDVLO\VOLG LQWRUHPLQLVFHQFHVRIVWXGHQWV¶RZQ
experiences without any direct relevance to the discussion, but groups employed 
mechanisms for bringing themselves back on task. In the examples above, Wendy 
and Andrew brought their groups back from the diversion, Wendy by simply 
carrying on as if the off-task talk had not happened and Andrew by re-orienting the 
group by re-stating the task, a common strategy used widely by different groups. 
Another common strategy was for someone, on realizing that they had strayed off 
WRSLFWRVLJQDODUHWXUQE\VD\LQJµ$Q\ZD\¶HPSKDWLFDOO\ 
 
All the groups moved between on-task and off-task talk throughout the 
recordings, allowing others to take the talk off topic and, equally, allowing others 
to return talk to the intended focus. The value given to maintaining non-
confrontational relationships meant that when someone took the discussion in a 
new direction, either off-task or back on-task, others generally followed. The 
essential factor for the groups was having someone who would signal that the 
group needed to return to the task, and this was not always the same person. 
Different people would re-orient the group, but if this did not happen on a 
particular occasion, the practices of the group were less like those of an academic 
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community and instead resembled more closely the practices of other student 
communities of practice to which they also belonged.  
 
For most groups the overlapping student communities co-existed with the 
academic student community, and they moved between them with ease. However, 
Group 5 did not establish any re-orienting practices in the way that other groups 
did, and it was often left to me to engage with them to bring them back on-task. 
This does not mean that Group 5 did not complete tasks, rather that they 
completed them with minimal discussion. Their mutual engagement was in a joint 
enterprise to complete tasks and to spend the rest of the time available on alternate 
practices that would not have been out of place in the bar or common room, and 
these practices from the overlapping student communities to which they belonged 
marginalized the practices of the academic student community.  
 
Power relations operate within specific communities of practice so that, for 
example, when the group operate as a community of friends, intent on sharing a 
house, what can be spoken of, and how it can be spoken of, is different from when 
the group are operating as an academic community. For most groups, power was 
located in the workshop academic context, in the knowledge that they needed to 
complete tasks and that I might ask them to share outcomes of their work, leading 
them to UHWXUQWRWKHµDFDGHPLF¶ZKHQWKH\UHDOLVHGWKDWWKH\KDGGULIWHGRII-task. 
Having a specific task to complete gave groups a joint enterprise in any particular 
workshop, and this was integral to keeping the groups on-task, or returning them 
to on-task activity through re-statement of the task. However, if the outcome of the 
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task is seen as being an end in itself then, as with Group 5, the task can actually 
limit engagement since, once it is complete the group members feel free to pursue 
other concerns. I nRZ GLVFXVV KRZ VWXGHQWV¶ SHUFHSWLRQV RI WKH SXUSRVH RI
activities affected their approach to practice. 
 
6.5.2 Perceptions of the purpose of activities 
)RUZRUNVKRSV WREHVXFFHVVIXO WKH MRLQWHQWHUSULVH WR µJHW WKH MREGRQH¶
needs to include more than the production of an outcome, and the first step to 
achieving this is for the students themselves to recognise that the physical product 
is not the sole purpose of the activity. It was clear in the first week that simply 
completing the task was the main focus, and any learning was secondary, but a 
critical incident for Group 4, in week 2 (2.10.09), illustrates how perceptions of 
purpose affected their approach to practice.  
 
 Following a lecture on constructivism, groups were given nine cards 
containing statemHQWVSDUDSKUDVLQJ DVSHFWV RI3LDJHW¶V WKHRU\ DQGZHUH DVNHG WR
discuss the importance of these for teachers, ranking the statements in diamond 
formation (one most important card at the top, then two, then three, then two and 
one least important at the bottom). Group 4 began by randomly setting the cards 
RXW LQ GLDPRQG IRUPDWLRQ DW $QGUHZ¶V VXJJHVWLRQ DQG WKHQ UH-ordering. 
6WDWHPHQWVZHUHPDGHVXFKDVµWell I definitely don't think that one should be at 
the top¶DQGµ,TXLWHOLNHWKLVRQH¶WRDFFRPSDQ\WKH re-ordering, but there was no 
explanation of why, and after just two minutes they were nearing completion of 
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the task. As in previous examples, the overarching tendency to look for agreement 
was evident: 
 
Yvonne: (swaps the positions of two cards) 
Georgia: Yeah I was just thinking that.  
Andrew: I was just gonna do that. 
Georgia: Yeah I was as well. 
Andrew: 1RZZH¶UHGRQHODXJKV 
Georgia: Yeah (unclear). 
Dominic; ,W¶VHDVLHURQFH\RX¶YHDOUHDG\VHWLWRXWLQWRDGLDPRQGWKHQVRUWRI
move them about and tKHUH¶VQRDUJXLQJ. 
Andrew: Yeah.  
(gap 8 seconds) 
Georgia; Does everyone agree with that? 
Yvonne: Yeah. 
Georgia: Anne? 
Anne:  Yeah. 
2.10.09 p.m. Group 4 
 
'HVSLWH WKH LQWURGXFWLRQ RI µDFDGHPLF GHEDWH¶ LQ WKH ZRUNVKRS WKDW
morning, Group 4 complete the task and agree that it is finished after just 2 
PLQXWHVVHFRQGV'RPLQLF¶VFRPPHQWWKDWWKHLUDSSURDFKKDGPHDQWWKHUHZDV
µQRDUJXLQJ¶GHPRQVWUDWHVDQDSSDUHQWEHOLHIWKDWDJUHHPHQWZDVDQDVSLUDWLRQDQG
that task completion was his main purpose for the actLYLW\,QOLQHZLWK&DPHURQ¶V
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(2000, p. 147) claim that what students have learned in school as being appropriate 
ZD\VWRWDONµFRXOGQRWEHPRUHGLIIHUHQWIURPIRUPDOGHEDWH¶'RPLQLFGRHVQRW
VHHPWRKDYHFRQVLGHUHGWKHSRVVLELOLW\WKDWµDUJXLQJ¶PLJKWKHOSWKHPWRH[SORUH
the meanings and implications of the statements. However, the collaborative task 
provides opportunity for Georgia to re-orient the group and their initial focus on 
task completion gives way to recognition that perhaps the purpose of the task 
might be about more than just getting an answer: 
 
Georgia: :H KDYHQ¶W UHDOO\ GLVFXVVHG WKHP KDYH ZH" ODXJKV (gap 7 
seconds) Shall we ask each other why we think that? 
Andrew: That one (pointing to one that had been positioned low in the 
hierarchy) might be, might be quite an important one. ,GRQ¶WNQRZ 
Georgia: I know. 
Andrew: Maybe we need to move that one onto the next line up and then 
move one down, but LW¶VMXVWDQLGHD 
2.10.09 p.m. Group 4 
 
$JDLQWKHUHLVQRGLVFXVVLRQRIZK\µWKDWRQH¶PLJKWEHLPSRUWDQWDQGWKH
HQVXLQJUHFRUGLQJLVGLIILFXOWWRIROORZZLWKVXJJHVWLRQVDERXWµPRYLQJWKLVXS¶RU
µPRYLQJWKDWGRZQ¶EXWQRMXVWLILFDWLRQRIIHUHGRUUHTuested as to why any of the 
statements might need to be placed higher or lower. Members of Group 4 simply 
SHUPLWHDFKRWKHUWRPDNHPRYHVDQGVLJQDODJUHHPHQWZLWKµ\HDK¶RUµPP¶$IWHU
another 2 minutes 30 seconds the group again agree that they have finished 
followed by the realisation that other groups are still working, which leads them to 
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talk about their own approach to the task: 
 
Andrew: :HGLGQ¶WQHHGWRUXVKGLGZH" 
Gary:  Eh? 
Andrew: :HGLGQ¶WQHHGWRrush. 
Dominic : Yeah. (laughs) 
Georgia: Shall we ask each other why we think that?  
        2.10.09 p.m. Group 4 
 
7KHLUILUVWHQFRXQWHUZLWK3LDJHW¶VZRUNLVDQRSSRUWXQLW\WRWU\DQGPDNH
sense of the new material through discussion with others. It also enables them to 
begin to work differently as a group, to recognise that the task is not only about the 
RXWFRPH EXW LV DOVR D VWLPXOXV IRU GLVFXVVLRQ *HRUJLD¶V SHUVLVWHQFH SHUKDSV LQ
response to the morning workshop that had talked about academic debate and 
evaluating different views, eventually results in discussion in which the group 
question, challenge, justify and offer examples: 
 
Georgia: 6R KRZ XVHIXO LV 3LDJHW¶V ZRUN" 7KDW¶V ZKDW ZH QHHG WR DVN
ourselves now.  
Andrew: Go on then.  
Georgia: ,WKLQNLW¶VXVHIXO,GRDJUHHZLWKTXLWHDORWRIWKH things he says, 
H[FHSWWKDWRQH,FDQ¶WJHWP\KHDGDURXQGWKDWRQH 
Andrew: UHDGV µ,W FDQ EH KDUPIXO WR WU\ WR WHDFK FKLOGUHQ« >WKLQJV WKH\
DUHQ¶WUHDG\WRXQGHUVWDQG@¶ 
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Georgia: <RX REYLRXVO\ \RX REYLRXVO\ \RX ZRXOGQ¶W EHFDXVH , WKLQN
sometimes they do need a push to learn something else.  
Anne:  ,I\RXLI\RXSXVKDFKLOGWKDW¶VJRWGLVDELOLW\ 
Georgia: 2KQR\HDK,NQRZ7KHQLW¶VOLNHWKDWEXWXPRWKHUZLVHLW¶OOVWDUW
to get a bit complacent and not do anything. 
[...] 
Anne: ,W¶V QRW WKH SHRSOH WKDW DUH OD]\ ,W¶V QRWKLQJ WR GR ZLWK WKDW LW¶V
actually being ready to learn. 
Gary:  6RLW¶VWKDWVRPHOHDUQTXLFNHURUVORZHUWKDQRWKHUV" 
Anne: <HDK VR LW¶V QRW UHDOO\ WKDW VWXSLG LW¶V QRW UHDOO\ WKDW PXFK RI D
VWXSLGVWDWHPHQW,I\RX¶UHQRWUHDG\WROHDUQVRPHWKLQJ\RXFDQ¶W
learn it. 
Georgia: Oh yeah I understand that. 
Anne:  If you put me into a Masters Maths lesson. 
[...] 
Yvonne: +DUPIXO LV D VWURQJ ZRUG , WKLQN LW¶V WKLV ZRUG WKDW ZH KDYH D
problem with. 
Georgia: <HDKWKHµKDUPIXO¶ 
Yvonne: Yeah.  
Anne:  Overload of information.  
Georgia: %XWLW¶VQRWKDUPIXO 
[...] 
Anne: :HGRQ
WNQRZLILW¶VKDUPIXOEXW>LW@REYLRXVO\PLJKWSXWWKHPRII
OHDUQLQJLILW¶VWRRKDUGIRUWKHPWKH\DUHQRWJRLQJWRGRLW 
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Yvonne: If they do that then they are a bit lazy and narrow minded. 
Anne:  1RWQHFHVVDULO\<RXRQO\NQRZZKDW\RX¶UHWDXJKW 
Yvonne: ,VWLOOGRQ¶WOLNHWKDWRQH 
Anne: ,I \RX¶UH SURSHU UXEELVK DW HYHU\WKLQJ \RX FDQ¶W VXFFHHG DW
DQ\WKLQJ\RX¶UHQRWJRLQJWRWKLQNRK\HDK,¶PJRLQJWRGRWKLV. 
Yvonne: Try and prove people wrong. 
Anne:  What, do children think like that? 
Yvonne: ,GRQ¶WNQRZ,WGHSHQGVRQWKHLQGLYLGXDO 
       2.10.09 p.m. Group 4 
 
 Despite eventually exploring the meaning of the statements and offering 
reasons for their posiWLRQV VHHLQJ WKH SXUSRVH RI WKH DFWLYLW\ DV ILQGLQJ µWKH
DQVZHU¶LVVWLOOSURPLQHQWLQVRPHRIWKHLUWKRXJKWV 
 
Andrew: ,W¶OOEHLQWHUHVWLQJWRVHHZKDWWKHDQVZHUZDV. 
Dominic: YHDK,EHWZH¶UHFORVHODXJKV If there is one. 
Georgia: (unclear) 
Yvonne: <HDKEXWLW¶V «  
Georgia: Sort of like your own personal thing 
>«@ 
Yvonne: I want to write them down. But if we change it again «(laughs) 
Andrew: You want to write them down, but what? 
Yvonne: ,IZHFKDQJHWKHPDJDLQLW¶OOEHZURQJLQP\ERRN. 
2.10.09 p.m. Group 4 
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$QGUHZ¶V DVVXPSWLRQ WKDW WKHUH LV µDQ DQVZHU¶ DQG <YRQQH¶V GHVLUH WR
UHFRUGWKHLUUDQNLQJRQO\RQFHLWLVDµILQDO¶YHUVLRQIRUIHDUWKDWLWZLOOEHµZURQJ
LQ P\ ERRN¶ VXJJHVW WKDW ERWK DUH IRFXVLQJ RQ WKH SURGXFW WKH\ KDYH FUHDWHG DV
knowledge to be owned, in contrast to my own perception of the task as a vehicle 
WR SURPRWH XQGHUVWDQGLQJ RI 3LDJHW¶V WKHRU\ DQG D FRQVLGHUDWLRQ RI WKH
implications for educators, together with the opportunity to begin to participate in 
academic debate. However, the context of the workshop provides an opportunity 
for the students in Group 4 to begin to see the activity as more than the production 
of an answer. 
 
7KHEDODQFHEHWZHHQRXWFRPHDQGSDUWLFLSDWLRQLVHYLGHQW*URXS¶VILUVW
attempt at participation is affected by their concern to complete the task and 
SURGXFHDQRXWFRPHDQGWKHLUFRQFHUQWRµGRWKHULJKWWKLQJ¶ZKHQWKH\VHHRWKHU
groups still engaged causes them to return to the activity, and to try to participate 
in a different way. This is articulated by WKHP DW YDULRXV WLPHV DV µ:H KDYHQ¶W
really discussed them¶µShall we ask each other why we think that?¶µ:HGLGQ¶W
QHHGWRUXVK¶7KHLUMRLQWHQWHUSULVHEHFRPHVPRUHWKDQVLPSO\JHWWLQJDQDQVZHU
it also becomes about their ways of participation in practice.  
 
Their participation provides a context in which it is necessary to talk about 
their practice in order to try and work out what they might do differently. Their 
consequent talk about practice enables them to begin to negotiate a new aspect of 
their joint enterprise, that of finding more academic ways to practise, even if, at 
this stage, they are unsure about what academic practice might look like. Aspects 
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of academic practice that had already been introduced in workshops are alluded to 
including the need to question, readiness to consider alternative perspectives and 
debate. Even if they are not yet in a position to do these things with any 
confidence or skill, their participation in the workshop task provides a context 
where they can talk about these aspects of practice in order to negotiate their joint 
enterprise. Talk about practice can contribute to the formation of academic 
relationships and the negotiation of a more academic joint enterprise, but Lave & 
Wenger (1991) are clear that talk about practice cannot replace participation in 
practice, and in the next section I consider the nature of that participation.  
 
6.6 Shared Repertoire: The nature of academic practice and participation in 
practice  
 µ6KDUHGUHSHUWRLUH¶UHIHUVWRWKRVHZD\VRIpractising in which members of 
the community participate, and previous sections have already noted aspects of the 
shared repeUWRLUH LQFOXGLQJ LQYLWLQJ DQG HQFRXUDJLQJ RWKHUV¶ FRQWULEXWLRQV
responding positively, maintaining cordial relationships that allow others to take 
talk off-task and also signalling and acquiescing to signals that it is time to move 
back on-task. These are all elements of the shared repertoires of the groups, 
practices that help to define the groups, however in my discussion so far of how 
the groups establish and maintain relationships and how they establish joint 
HQWHUSULVHWKHGLVWLQFWLYHO\µDFDGHPLF¶UHpertoire has been less visible.  
 
µ&ULWLFDO WKLQNLQJ¶ LV RIWHQ VHHQ DV D GHILQLQJ FKDUDFWHULVWLF RI DFDGHPLF
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practice, and might be expected in an academic repertoire. However, new 
undergraduates, as peripheral members of the academic community, cannot be 
expected to demonstrate critical thinking (Moon, 2005). Moon draws on Baxter 
0DJROGD¶V  VWDJHV RI WKLQNLQJ WR OLQN VWXGHQWV¶ FDSDFLWLHV IRU FULWLFDO
thinking with their epistemological beliefs, and suggests that most students will 
not reach the most advanced stDJHRI µFRQWH[WXDONQRZLQJ¶XQWLO WKHHQGRI WKHLU
degree, if at all. Baxter Magolda (ibid.) suggests that for most first-year students, 
the first steps toward critical thinking will involve a movement from the stage of 
µDEVROXWHNQRZLQJ¶ZKHUHE\NQRZOHGJH is conceptualized as the reproduction of 
IDFWV WR WKH µWUDQVLWLRQDO VWDJH¶ ZKLFK LQFOXGHV UHFRJQLVLQJ WKDW NQRZOHGJH LV
uncertain and judgments must be made about the status of knowledge claims 
(Moon, 2005). The trajectory toward fuller membership of the academic 
community would, therefore, be demonstrated by participation in practices 
indicative of the transitional stage such as seeking to understand rather than 
IRFXVLQJ RQ µJHWWLQJ LW ULJKW¶ FRSLQJ ZLWK XQFHUWDLQW\ DVNLQJ TXHVWLRQV DQG
evaluating.  
 
In this section, I examine the nature of change in the repertoire of academic 
practices during the semester. The maintenance of harmonious relationships, 
ZKLFKFRQWLQXHGWKURXJKRXWWKHVHPHVWHUOLPLWHGVWXGHQWV¶UHDGLQHVVWRFKDOOHQJH
others and restricted opportunity for debate. However, the safety that such lack of 
challenge provided also had positive effects; the hedging, ubiquitous in the first 
ZHHNYDQLVKHGDVVWXGHQWVIHOWDEOHWRVKDUHWKHLUWKRXJKWVQRWRQO\WRµJHWWKHMRE
GRQH¶ EXW WR H[WHQG WKHLU XQGHUVWDnding. Students asked each other to explain 
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aspects of the content that they found difficult, they requested clarification of 
RWKHUV¶LGHDVSURYLGHGH[DPSOHVH[SODQDWLRQVDQGMXVWLILFDWLRQVEXLOWRQRWKHUV¶
contributions rather than simply making independent contributions, referred to 
UHDGLQJDQGHQJDJHGLQµWKLQNLQJDORXG¶ZKHUHE\WKH\WULHGRXWLGHDVZKLFKZHUH
QRW\HW IXOO\ IRUPHG µ7KLQNLQJDORXG¶ LVZKDW%DUQHVDQG7RGG (1995), in their 
ZRUNZLWKVFKRROFKLOGUHQFDOOµH[SORUDWRU\WDON¶DQGWKH\GHVFULEHLWDVLQFOXGLQJ 
µhesitations and changes of direction; tentativeness; assertions and questions in a 
hypothetical modality that invites modification and surmise; self-monitoring and 
reflexivity' (p. 9), and they note that unlike larger groups, 'members of a small 
group can risk hesitation and confusion, changes of direction, and rejection of their 
ideas by the others' (p. 15). 2IFRXUVHSDUWLFLSDWLRQLQPRUHµDFDGHPLF¶WDONZDV
not found consistently, and by the end of the module there were still unexplained 
claims, statements with no attempt to provide or request justification, and 
unsupported opinion in studenWV¶ WDON 7KLV LV QRW VXUSULVLQJ WKH PRGXOH ODVWHG
only one semester, and appropriation of new ways of practising takes time, with no 
simple linear progression, rather a more haphazard process distributed over time, 
activity and domain (Moon, 2005; O'Donnell & Tobbell, 2007). In accord with my 
experience, Hammer & Green (2011), writing about an intervention to develop 
critical thinking in a first-year module, question what a single unit can achieve. 
However, for the workshop group as a whole, there was a shift towards those 
practices which can be seen as representing the transitional stage.   
 
In the first weeks the neHG WR ILQG WKH DQVZHU DQG SURGXFH D µSURGXFW¶
precluded any consideration of alternative interpretations, but as the semester 
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progressed and students were repeatedly asked to look for alternative perspectives, 
this became part of their repertoire, and, in SDUWLFXODUµWKLQNLQJDORXG¶EHFDPHDQ
HOHPHQW RI WKHLU SUDFWLFH µ7KLQNLQJ DORXG¶ LV LOOXVWUDWHG LQ WKH IROORZLQJ H[WUDFW
from Week 4; Vicky is expressing uncertainty, trying to understand how 
scaffolding might be a useful concept for teachers to know and understand: 
 
Vicky: WLWK WKH ZKROH LGHD RI WKH FKLOG¶V DFWXDO GHYHORSPHQW DQG WKH
potential, with the support of the teacher, I thought was quite good. 
But then that could not really, be not helpful for teachers at all, 
because « 
Iris:  Why? 
Vicky: Because of all the different, ZHOO HYHU\ FKLOG¶V JRQQD KDYH D
different actual development «  
Iris:  Yeah but « 
Vicky:  And a different potential development so «  
Iris:  BXWLW¶VOLNHWKH\KDYH «  
Vicky:  TKHWHDFKHU¶VJRLQJWRKDYHWREHZLWKHYHU\VWXGHQW. 
Iris: NR LW¶V OLNH WKH\ ZHUH VD\LQJ ZLWK XP, numeracy or literacy, you 
don't have to have the teacher there >«@ you give them blocks to 
count with and that's their scaffolding for numeracy. IW GRHVQ¶W
QHFHVVDULO\PHDQWKDW WKHUH¶VJRW WR be a teacher there scaffolding. 
Scaffolding is anything that will help the children to learn. 
6.11.09 p.m. Group 2 
9LFN\¶VZLOOLQJQHVVWRVKDUHKHURZQXQFHUWDLQW\DQGKHUGLIILFXOW\PDQDJLQJWZR
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conflicting perspectives demonstrate that she sees knowledge not as absolute, but 
DVDFKRLFHEHWZHHQDOWHUQDWLYHV,ULV¶TXHVWLRQµZK\"¶JLYHV9LFN\WKHRSSRUWXQLW\
to try to clarify her thinking and prompts the long counter argument from Iris. 
 
 2WKHUDFDGHPLFSUDFWLFHVZKLFKEHFDPHSDUWRIJURXSV¶VKDUHGUHSHUWRLUHV
were constructiQJ PHDQLQJ WRJHWKHU E\ ILQLVKLQJ RII RQH DQRWKHU¶V VHQWHQFHV
asking factual questions, asking questions about meaning, challenging, justifying 
DQG H[SODLQLQJ ,Q WKH VDPH VHVVLRQ GLVFXVVLQJ 9\JRWVN\¶V ZRUN HYHQ *URXS 
who often failed to engage fully, participated in seeking to understand, asking 
questions and constructing meaning together through constructing shared 
sentences: 
 
Judith: So we think it is important that teachers should know how to 
scaffold « 
Kim:  And then the zone of proximal development. 
Helen:  What? 
Kim:  The proximal, the zone of proximal development22. 
Helen:  What that, um, what they are right now and what they can achieve? 
Kim: :KDW WKH\ FDQDFKLHYH ZLWK VXSSRUW µFRV LI >WHDFKHUV@NQRZ WKDW, 
then they can develop strategies for certain children. 
[...] 
                                                 
22
 The zone of proximal development (ZPD) is a concept created by Vygotsky to represent the 
GLIIHUHQFHEHWZHHQWKHFKLOG¶VDFWXDOGHYHORSPHQWDOOHYHODQGWKHLUSRWHQWLDOGHYHORSPHQWDOOHYHO
sometimes described as the difference between what the child can achieve alone and what they can 
achieve with support. 
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Helen: <RX¶YHWRSXWDUHDVRQRQLWWRR:K\LVLWLPSRUWDQWIRUWHDFKHUVWR
know and understand scaffolding?  
Kim: <RX VHH ,¶G VD\ , FDQ, I can give you one for zone of proximal 
development.  
Judith:  Right, what is it then? 
Kim: I tKLQNLW¶V WKHQWKH\FDQXQGHUVWDQGWKHOHYHO WKDWDFKLOG¶VDWDQG
then they can develop strategies to help that child which «  
Helen:  Would support them. 
Kim:  Would support « 
Helen:  They do it on their own and then with support they can raise it. 
Judith:  When they find the level the child is at.  
Kim: And what the >FKLOG¶V@potential is with support, DQG WKDW¶VZKHUH
the scaffolding then comes in to it, µFRVWKDW
VDIRUPRIVXSSRUW.  
        6.11.09 p.m. Group 5 
 
 Helen is still unclear about the zone of proximal development, but the 
shared repertoire includes requesting clarification from others which she does by 
RIIHULQJ KHU WHQWDWLYH H[SODQDWLRQ µwhat they are right now and what they can 
achieve"¶ VR WKDW .LP FDQ RIIHU KHU H[SODQDWLRQ DQG WKH\ WKHQ all contribute to 
wording the final justification. Asking others to explain was part of the shared 
repertoire of all the groups, and demonstrated a willingness to admit to uncertainty 
and on some occasions students also acknowledged that knowledge itself might be 
uncertain, as demonstrated in the recognition that different interpretations or 
perspectives are possible. In the following extract at the end of term, the 
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recognition that it is possible to disagree with what has been read is evident: 
 
Georgia: Well one of the main things from reading [pages] 9-13 was that, 
um, talking is an essential tool of teaching and it is actually as 
important as writing. Because writing is seen as like the only real 
learning in the classroom, writing things down, but actually 
[Alexander] is saying that discussion and classroom talk is just as 
valid as writing. Do you agree with that? 
Andrew: Yeah.  
Yvonne: But people don't take exams in talking do they?  
Bryony: They get to seHRWKHUSHRSOH¶VSRLQWVRIYLHZ 
11.12.09 a.m. Group 4 
 
*HRUJLD¶V TXHVWLRQ µ'R \RX DJUHH ZLWK WKDW"¶ VKRZV DQ DFFHSWDQFH WKDW LW LV
possible to question literature, and allows Yvonne to articulate a different view. 
Furthermore, Bryony explicitly states that exposing learners to different views is a 
positive approach to learning, in a coming together of the module content and the 
VWXGHQWV¶H[SHULHQFHVRIDFDGHPLFSUDFWLFH 
 
Although the students were still very much on the periphery of the 
Educational Studies academic community of practice, the shared repertoires of 
WKHLU DFDGHPLF VWXGHQW FRPPXQLWLHV RI SUDFWLFH EHFDPH PRUH µDFDGHPLF¶ DV WKH
term progressed. There was variation; some students were closer to the periphery 
and might be seen as having made less progress on an inward trajectory into the 
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academic community. Variability can be seen in the following extract from Group 
3 at the end of the semester as the group start a writing task. Catherine (who 
usually sat with Group 6 had relocated to Group 3 for this session as several 
people were absent) and Una had read the text but Querida and Pippa did not 
appear to have done so.  
 
Una:  We need to talk about discussion and dialogue.  
Catherine: WHQHHGWRSXWZK\LW¶VLPSRUWDQWDQGZHFDQGUDZRQ$OH[DQGHU
for that, back it up with Vygotsky.  
Querida: OK, so are we, (takes a pen and positions the paper ready to write) 
ULJKW« 
Catherine: This is just an outline. 
Querida: <HDKQRWKDW¶VFRROXPXP:KDW, what shall we put down? Shall 
I put down this first?  
Una: Well, hang on. If ZH¶UH doing a presentation on dialogic approaches 
to teaching and learning« 
Querida: WH¶OOSXWµIRFXV¶. 
Una: But hey, think for a moment (unclear). Because [Alexander] says 
[dialogue and discussion] are necessary but [teachers] never do it.  
Catherine: So you could just say that (unclear). 
Querida: If I was doing a presentation though, I would, like, start with the 
really good points and then say this, say µZH¶YH KLJKOLJKWHG WKLV¶ 
and then overall bring it together and say µthis has worked well¶.  
Catherine: %HFDXVH \RX GRQ¶W UHDOO\ want to put in any limitations of, of 
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talking in the classroom do you? 
Querida: No, you don¶WZDQWWRKLJKOLJKWWKDWVR« 
Catherine: You could, you could say how these [rote, recitation and 
exposition] are bad to back up that point. 
Querida: Yeah. 
Una:  Well, they are not bad, they are just not good. 
        11.12.09 a.m. Group 3 
 
Whilst both Una and Catherine are able to identify what they see as key 
LVVXHVDQGFRPPHQWRQKRZWKH\ZRXOGUHODWHWKHLUDUJXPHQWWRWKHRU\4XHULGD¶V
contributions are limited to how they should approach the task, and she 
immediately focuses on starting to write something. It is notable that Una stops her 
WZLFHVD\LQJµZHOOKDQJRQ¶DQGµWKLQNIRUDPRPHQW¶WRSUHYHQWKHUIURPZULWLQJ
before they have had an opportunity to discuss. In this academic context, the 
SRZHU DSSHDUV WR UHVW ZLWK WKRVH ZKR DUH SHUIRUPLQJ µDFDGHPLF¶ PRVW
successfully, and Querida allows Una and Catherine to take the task in the 
direction they choose. The shared repertoire in this group usually relied on Wendy 
and Daisy (who were both ill on this day) and Una to have done the preparation. 
Querida, who struggled to read academic texts, would use the discussion as a way 
of understanding the topic, whether or not she had prepared. The collaborative 
activity exposes Querida to others talking about and engaging in academic practice 
and forces her to pause before writing, to consider the issues and to begin to 
FRQVWUXFW DQ XQGHUVWDQGLQJ RI WKH WHDFKHU¶V UROH LQ VXSSRUWLQJ GLDORJXH LQ WKH
classroom. In writing together, the group must talk about academic writing 
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practice. The writing process, which remains hidden if students are expected to 
µSUDFWLFH¶ RQO\ DV SDUW RI LQGHSHQGHQW VWXG\ LV PDGH YLVLEOH DV RWKHUV PRGHO
practice and the group negotiate how to proceed.     
 
Despite not having prepared for the workshop, later in the discussion whilst 
writing some notes, Querida is able to pick up on an earlier comment made by 
Catherine about the teacher guiding discussion and this enables her to ask 
questions and begin to unpick the meaning behind what others are talking about: 
 
Querida: Shall we mention the, how the teacher, is structuring, structuring 
their discussion to make them form their own questions? 
Pippa:  Yeah I like that. 
Querida: Is that right?  
Una:  ,W¶VQRW LW¶VQRWWKHWHDFKHUVWKDWDUHUHDOO\KDYLQJD« 
Querida: This major role. 
Una: 1R7RPHLW¶VMXVWOLNHXQFOHDUDQGVKH¶VORRNLQJDURXQGWRVHH
how to contribute, [teachers] are not really having a full input in 
what [the pupils] are doing. 
Querida: TKDW¶VZKDWWKDW¶VKRZ,VHH, like, structuring though, like she puts 
that out there and then letting them« 
Una:  (unclear) 
Querida: YHDKOLNHWKDW¶VKRZ,VHHLW 
        11.12.09 a.m. Group 3 
Changes in practice were not dramatic over the term, there is, however a 
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clear qualitative change linked to a growing understanding that the purpose of the 
WDVNVLVQRWVLPSO\JHWµWKHULJKWDQVZHU¶$VWKHLUVKDUHGUHSHUWRLUHHYROYHV8QD¶V
XVH RI µ7R PH LW¶V MXVW OLNH «¶ VKRZV KHU UHFRJQLWLRQ WKDW DOWHUQDWLYH ZD\V of 
seeing and knowing might exist and that the workshop is a forum where these 
FRXOGDQGVKRXOGEHVKDUHGDQGWKLVLVHFKRHGE\4XHULGDZKHQVKHFODLPVµWKDW¶V
KRZ,VHHLW¶(YHQWKRXJK4XHULGD¶VYLHZPLJKWQRWEHFOHDUO\WKRXJKWWKURXJKRU
articulated, WKH JURXS¶V VKDUHG UHSHUWRLUH LQFOXGHV DQ DFFHSWDQFH WKDW LQGLYLGXDOV
might have different interpretations which they will share with each other. This 
aspect of practice is indicative of a move towards Baxter-0DJROGD¶V (2003) 
transitional stage and is in accord with her findings that constructing knowledge 
together reduces assumptions about passive acquisition of knowledge and helps 
students to see knowledge as uncertain rather than as absolute. 
 
Epistemologically, the capacity to see knowledge as provisional is a major 
shift for many students, and collaborative writing helped students not only to begin 
to view knowledge differently and to practise in new ways, but also to talk about 
practice in new ways. Collaborative writing ensured that their shared repertoire 
included talk about academic practice; they were not just participating in academic 
practice, they were talking about ways of practising. When they wrote they did not 
just write, they needed to talk about how they would do it: µWe need to talk about 
discussion and dialogue¶µ:HQHHGWRSXWZK\LW¶VLPSRUWDQWDQGZHFDQGUDZ on 
Alexander for that, back it up with Vygotsky¶ µShall we mention the, how the 
teacher, is structuring, structuring their discussion"¶  
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)RUDOOJURXSVVKDUHGUHSHUWRLUHEHFDPHPRUHµDFDGHPLF¶RYHUWKHFRXUVH
of the semester. This change is most apparent in Groups 2, 3 and 4, as Groups 1 
and 6 sometimes forgot (or chose not) to turn on their recorders, so the data is 
PRUH OLPLWHG DQG *URXS ¶V SDUWLFLSDWLRQ ZDV RIWHQ OLPLWHG E\ WKHLU ODFN RI
engagement. Changes were often small, yet there was a clear increase in the 
recognition of alternative perspectives, and attempts to develop understanding 
rather than simply complete tasks, to engage with different ideas, to construct 
meaning together, to support claims with evidence, to relate discussion to theory 
and to reference accurately. Crucially, talk about practice became part of the 
shared repertoire of the groups. 
 
Talk about academic practice was built into the module teaching from the 
first week when students were asked to discuss how they thought study at 
university level would be different from study they had done previously. This was 
to make visible and begin to explore together some of the different practices 
involved in HE (lectures, independence, using the library, managing time, 
academic reading and writing). In subsequent weeks activities included talking 
about how a particular reading task had been approached, justifying claims with 
evidence, how literature might be used in writing, and the difference between 
descriptive and analytical writing. These activities were planned to make aspects 
of academic practice visible and to enable to students to construct meaning 
together through talk about practice, usually in conjunction with a collaborative 
activity involving participation in that practice. However, as noted previously, talk 
about practice did not only occur as a result of tasks where talk about practice was 
  214 
the stated focus of the activity. Collaborative tasks rely upon group members 
agreeing how to proceed and coordinating their actions, and talk about practice 
ZDVHVVHQWLDOWRWKHJURXSV¶QHJRWLDWLRQRIDOOWKUHHGLPHQVLRQVRISUDFWLFHPXWXDO
engagement, joint enterprise and shared repertoire).  
 
The pedagogy of academic practice that I adopted helped to establish that 
academic practice, as well as module content, was an appropriate topic for 
GLVFXVVLRQ6LJQLILFDQWO\VWXGHQWVDSSURSULDWHGµWDONDERXWSUDFWLFH¶DVDSUDFWLFH
of their academic student communities and talked about aspects of practice not 
only when tasks required them to do so but spontaneously at other times. As a 
UHVXOWRIWKHSHGDJRJLFDFWLRQWDONDERXWSUDFWLFHEHFDPHSDUWRIµZKDWZHGR¶ 
  
6.7 Spontaneous talk about practice 
Spontaneous talk about practice was not necessary to complete the task, but 
arose from the task in much the same way that talk drifted into off-task talk when 
something caused an individual to think of something related but not directly 
relevant to the task in hand. The tasks provided a context which enabled students 
to articulate uncertainty about what they would need to do in their independent 
VWXG\DQGSURYLGHGDIRUXPIRUWKHPWRµUHKHDUVH¶ZKDWWKH\QHHGHGWRGRDQGWR
ask questions of each other.  
 
In the following example from Week 3 (16.10.09), the students had been 
asked to share with others on their table their summaries of a section of text that 
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they had been set to read and summarise independently, and to compare what they 
had each taken from the text. Through their group discussion, aspects of 
uncertainty about the module content and recognition of the necessity to read 
beyond the essential texts becomes apparent, leading to a growing awareness of 
the need to take some responsibility for further reading: 
 
Daisy: I suppose you have to research >3LDJHW¶V@ theory though, to see how 
he backs that up. 
Wendy: Yeah we're gonna have to research his theory a little bit. 
16.10.09 a.m. Group 3 
 
The necessity for independent study and research had been explained in 
introductory lectures, but it was only through their participation that Daisy 
identifies gaps in understanding and is prompted to suggest implications for their 
RZQSUDFWLFH+HUXVHRIµ,VXSSRVH\RXKDYHWRUHVHDUFK¶LQGLFDWHVQRWWKDWWKLVLV
something that she expected, despite being told in a lecture. Rather, it is something 
she is discovering for herself. Participation in workshop tasks allows students to 
identify and articulate such aspects of practice, a process that appears regularly in 
ZRUNVKRSVDQGDOORZVVWXGHQWVWRµUHKHDUVH¶SUDFWLFH 
 
7KHµUHKHDUVDO¶RIZKDWQHHGHG WREHGRQHIRUassignments was common. 
Even Judith who, as a member of Group 5 had little opportunity to participate in 
academic practices within the workshops, and Dominic, whose commitment to 
Group 4 was fluctuating, spontaneously articulate plans for time management: 
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Judith:  ,¶PJRLQJWRVWDUWWKLVHVVD\WRPRUURZWKHQZKLOHLW¶VLQP\KHDG. 
Wendy: Yeah, ,¶PJRLQJJHWDORWGRQHRYHUWKHZHHNHQG,WKLQN. 
27.11.09 a.m. Group C 
 
Dominic: I'm gonna have to get in early for like, er, some of these books for 
this essay, µcos I go to the library and like all of them have been 
wiped out. 
6.11.09 p.m. Group 4 
 
Talking through their plans seems to be a step toward action, part of their planning 
for the organisation and management of the writing process, but spontaneous talk 
also provides an exchange of information:  
 
Dominic: See, if we went now to use this, say, in an essay, would you, how, 
how would you reference it? 
6.11.09 p.m. Group 4 
 
Nicola: In Sport we were told, weren't we, to get a dictionary. 
Sarah:  Yeah. 
Nicola: And anything we don't know, look it up in the dictionary. 
Zena:  That's a good idea actually. 
Nicola: And then go back to it and make sense of it. 
2.10.09 a.m. Group 1 
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Students not only ask questions, as Dominic does, they want to share their 
knowledge and RIIHU LQIRUPDWLRQXQELGGHQ ,I WDONLQJDERXWSUDFWLFH LV µZKDWZH
GR¶DVSDUWRIWKHVKDUHGUHSHUWRLUHWKHQVSRQWDQHRXVVKDULQJRINQRZOHGJHDERXW
practice will occur, as Nicola does in the above example. And the value of such 
sharing is clearly demonstrDWHGE\=HQD¶VFRPPHQWµ7KDW¶VDJRRGLGHDDFWXDOO\¶
which implies that looking up unknown words in a dictionary has not previously 
occurred to her.  
  
Participation in workshop activities prompted talk about academic practice, 
including academic writing practices, but also wider aspects such as time 
management, accessing texts and referencing accurately. The informality of the 
small groups and the high degree of tolerance students extended to each other 
meant that they could, and did, easily slide off-task. However the latitude 
permitted meant that students also had freedom to slide into conversations about 
practice, and what they might need to do as part of their independent study 
practices or specifically in their assignments, and helped to establish talk about 
practice as a practice of the community.  
 
6.8 Discussion 
0\ ILQGLQJV VKRZ WKDW VWXGHQWV¶ SDUWLFLSDWLRQ LQ DFDGHPLF SUDFWLFH ZDV
facilitated by talk about practice within the context of participation in practice. 
Talk about practice helped to establish academic relationships of mutual 
engagement. In the first workshop, as groups sought to ensure harmony in their 
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relationships, agreement about how to proceed with tasks was threaded through 
their talk. These relationships might be seen, within the broader context, to be 
lacking robust debate, but they provided a safe space in which to begin to explore 
ideas. Later in the semester when tensions arose in some groups in relation to 
participation in practice in the workshops and independent study practices, talk 
about practice was again central to the project of establishing expectations about 
the nature of participation and responsibility. Joint enterprise was also determined 
through talk about practice as group members negotiated what it was that they 
were trying to do, and how to manage their practice. The critical incident when 
Group 4 realised that there might be an alternative way to proceed, and then re-
visited the task three times, was only possible because they talked about practice 
and how they might practice differently. In order to develop a shared repertoire, 
talk about what that repertoire included was evident, and subsequently talk about 
practice became more than something students did just to complete the workshop 
tasks. Talk about practice became part of the shared repertoire, arising 
spontaneously when a particular task prompted students to ask a question about 
practice, or even just to share some thoughts about practice. Talk about practice 
itself became a practice of the academic student communities of practice. 
 
I have shown talk about academic practice, within the context of 
participation in practice, to be integral to the mutual engagement of participants 
and the establishment of joint enterprise and shared repertoire for the workshop 
groups. That is to say, talk about academic practice is central to the construction of 
the academic community of practice. Yet, in their conceptualisation of learning as 
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changing participation in practice, Lave & Wenger (1991) and later Wenger 
(1998) pay little attention to the process by which individuals move from 
legitimate peripheral participation to fuller participation, in particular the role of 
talk is insufficiently theorised. Lave & Wenger (1991) make passing references to 
µWKH FLUFXODWLRQ RI LQIRUPDWLRQ DPRQJ SHHUV¶ S DQG µLQIRUPDWLRQ IORZV DQG
FRQYHUVDWLRQV¶ S \HW WKH\ SODFH OLWWOH YDOXH RQ WDON DERXW SUDFWLFH LQ WKHLU
subsequent discussion in whLFK WKH\PDNHDGLVWLQFWLRQEHWZHHQ µWDONLQJZLWKLQ¶
DQG µWDONLQJ DERXW¶ SUDFWLFH (Lave & Wenger, 1991, p. 109). They associate 
µWDONLQJDERXW¶ ZLWK OHDUQLQJ IURP WUDQVPLVVLRQ DQGDOWKRXJK WKH\ DFNQRZOHGJH
WKDW µWDONLQJ ZLWKLQ¶ ZLOO LWVHOI LQFOXGH ERWK µWDONLQJ within¶ DQG µWDONLQJ about¶ 
SUDFWLFH WKH UROH RI µWDONLQJ DERXW¶ SUDFWLFH LV QRW H[SORUHG LQ DQ\ GHWDLO 7KH\
conclude that µ)RU QHZFRPHUV WKHQ WKH SXUSRVH LV QRW WR OHDUQ from talk as a 
substitute for legitimate peripheral participation; it is to learn to talk as a key to 
OHJLWLPDWH SHULSKHUDO SDUWLFLSDWLRQ¶ (Lave & Wenger, 1991, p. 109). Whilst 
DFFHSWLQJWKHLUPDLQSRLQWWKDWµWDONDERXW¶FDQQRWEHDVXEVWLWXWHIRUSDUWLFLSDWLRQ 
it seems that there is a tendency for Lave & Wenger to marginalise talk in their 
FRQFHUQIRUSUDFWLFH ,Q:HQJHU¶VODWHUZRUN (Wenger, 1998), learning is seen as 
occurring through negotiation of meaning arising from participation in practice, 
but again he fails to explore the process by which this happens, and in particular 
does not consider the role of talk (Creese, 2005; Tusting, 2005). In Chapter 7 I 
seek to theorise the role of talk about academic practice more fully in the 
rHODWLRQVKLS EHWZHHQ VWXGHQWV¶ NQRZOHGJH RI DQG SDUWLFLSDWLRQ LQ DFDGHPLF
practices.  
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Chapter 7 
Knowing about academic practice 
7.1 Introduction: the relationship between knowing and doing 
Academic Literacies research shows that academic literacy practices are 
often tacit, embedded within specific sociocultural contexts and reflecting 
expectations, values and beliefs to which students are not always given access, in 
what Lillis (2001, p. 58) calls µWKH LQVWLWXWLRQDO SUDFWLFH RI P\VWHU\¶. My 
pedagogical approach sought to make practice visible, and in this chapter I explore 
KRZVWXGHQWVPDNHVHQVHRIWKHH[SOLFLWµNQRZOHGJH¶WKDWLVSURYLGHGDV,DGGUHVV
my second research question; how does a pedagogy of academic practice facilitate 
knowledge of academic practice? ,XVHµNQRZOHGJH¶WRUHIHUWRDUWLFXODWHGH[SOLFLW
knowledge; tacit knowledge cannot, by definition, be articulated. Consequently, 
VWXGHQWV¶WDFLWNQRZOHGge is hidden from the researcher and, although it might be 
demonstrated through participation, my intention is not to speculate on its nature. 
8VLQJ µNQRZOHGJH¶ WR UHIHU VSHFLILFDOO\ WR DUWLFXODWHG NQRZOHGJH DOORZV LW WR EH
viewed separately from enacted knowledge, in the form of participation in 
practice, so that the relationship between the two can be explored.  
 
'UDZLQJRQ:HQJHU¶VFRQFHSWXDOLVDWLRQRIUHLILFDWLRQDQGSDUWLFLSDWLRQDV
constituents of meaning I conceptualise articulated knowledge of practice as 
reification of practice. I discuss how knowledge of aspects of academic practice 
that were explicitly introduced to students affected their practice, and how their 
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participation in practice led to the construction of new knowledge. I position talk 
as a mediator between what is known and what is done; talk about practice played 
a critical role in the way that knowledge of and participation in practice each 
constructed and was constructed by the other. I seek to theorise the role of talk 
about academic practice in the relationship between VWXGHQWV¶NQRZOHGJHRIDQG
participation in academic practice and conclude that there is a significant 
difference between talk about practice within the context of participation in that 
practice and talk about practice that is separate from participation in that practice.  
 
7.2 Reification 
:HQJHU XVHV WKH FRQFHSW RI UHLILFDWLRQ µYHU\ JHQHUDOO\ WR UHIHU WR WKH
process of giving form to our experience by producing objects that congeal this 
H[SHULHQFHLQWR³WKLQJQHVV´¶(Wenger, 1998, p. 58). The objects produced are also 
FDOOHG µUHLILFDWLRQV¶ WKH ZRUG UHIHUULQJ WR ERWK WKH SURGXFW DQG WKH DFW RI
production. Although the object might be an image, tool, story or other object, it is 
often a spoken word or text. As Barton and Tusting (2005, p. 14) observe, 
DOWKRXJK UHLILFDWLRQV FDQ EH RI PDQ\ NLQGV :HQJHU¶V H[DPSOHV DUH RIWHQ µPRUH 
DEVWUDFW IRUPV RI VHPLRWLF UHSUHVHQWDWLRQ LQFOXGLQJ PDQ\ WKDW LQYROYH OLWHUDF\¶
and my use of the term is quite narrowly focused on the documents, definitions 
and statements that are used to represent academic practice and that students can 
µNQRZ¶ 
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FroP:HQJHU¶VSHUVSHFWLYHDOOWH[WLVUHLILFDWLRQVRPHRQH¶VDWWHPSWWRSXW
down on paper their experience of making meaning. In the context of HE, where 
literacy practices are central to teaching, learning and researching, written 
reifications of practice are ubiquitous, and are often provided for students. For 
example, the experience of a whole module is reified into a module handbook and 
the experience of writing an assignment is reified into an assignment brief, 
documents which are presented to students at the beginning of a semester as a 
tangible representation of their forthcoming studies. Furthermore, terminology is 
XVHG WR UHLI\ DVSHFWV RI VWXG\ IRU H[DPSOH µSUREOHP-EDVHG OHDUQLQJ¶
µLQGHSHQGHQW OHDUQLQJ¶ DQG DFDGHPLF SUDFWLFH IRU H[DPSOH µDQDO\VLV¶
µDUJXPHQW¶ VR WKDW IHZ ZRUGV FRPH WR UHSUHVHQW FRPSOH[ SUDFWLFHV 6WXGHQWV
have to produce essays which are also reifications, their understanding of the 
module content, and their thoughts about the ideas to which they have been 
LQWURGXFHGµFRQJHDOHGLQWRWKLQJQHVV¶ 
 
7.2.1 The reification of academic practice 
The students in this study were presented with many different documents 
LQ WKHLU ILUVW GD\V DW 6W +XJK¶V $FDGHPLF GRFXPHQWDWLRQ LQFOXGHG WKH
Programme Specification; Guidance for written coursework; module booklets for 
ES1A, ES1B (the other Education module studied in semester 1) and another non-
Education module; library guidance; student support leaflet; and school placement 
booklet. Some information, for example the Programme Specification, was 
distributed with no accompanying explanation, other than that it contained 
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information that they might wish to refer to later, but that they should not worry 
about reading it now. Often the distribution of paperwork was accompanied by 
some kind of lecture: the library handout was given at a dedicated session led by 
library staff; the document Guidance for written coursework was distributed in a 
lecture by the university Quality Assurance officer who explained the dire 
consequences of plagiarism. These sessions were organised institutionally rather 
WKDQGHSDUWPHQWDOO\DQGZHUHLQFOXGHGLQ)UHVKHUV¶:HHN23. Module booklets for 
(GXFDWLRQ6WXGLHVZHUHGLVWULEXWHGLQDQLQWURGXFWRU\VHVVLRQLQ)UHVKHUV¶:HHNLQ
ZRUNVKRS JURXSV ZLWK WXWRUV RIIHULQJ D TXLFN µVLJQSRVWLQJ¶ RI NH\ VHFWLRQV DQG
setting students the task to read through both Education Studies module booklets 
before the first taught sessions. Assignment briefs were included in module 
booklets, including full details of the assignments and a marking grid for each 
assignment (appendices 7.1 and 7.2). These were explained in a lecture in the first 
week of the module. All of these documents and the distribution timetable were 
managed at an institutional level. Module booklets were produced to a fixed 
tempODWHDQGLWZDVDQLQVWLWXWLRQDOGLUHFWLYHWKDWDVVLJQPHQWVEHµVHW¶LQWKHILUVW
ZHHNRIWKHPRGXOHVRWKDWVWXGHQWVZRXOGµNQRZ¶ZKDWZDVH[SHFWHGRIWKHP 
 
Students were therefore provided with paperwork containing a large 
amount of reified informatioQGXULQJ WKHLU ILUVWGD\VDW6W+XJK¶V DQGDOWKRXJK
the institution had an approach that also sought to explain these documents, 
additional verbal reifications do not necessarily make documents clearer. The 
                                                 
23
 A week before the formal start of study to welcome, induct and orient new students, often 
associated in UK universities with socialising and drinking alcohol.  
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potential for information overload and difficulty understanding uncontextualised 
information is significant, and is surely compounded by being provided in 
)UHVKHUV¶:HHNZKHQ IRUPDQ\ VWXGHQWV ODWHQLJKWV DQGDOFRKROGR OLWWOH WR DLG
understanding. However, reification of practice is necessary. 
 
StudHQWV¶ RSSRUWXQLWLHV WR DSSURSULDWH DFDGHPLF SUDFWLFHV rely on having 
some knowledge of what those practices are. Wenger (1998, p. 64) claims that 
µUHLILFDWLRn is essential to repair the potential misalignments inherent in 
SDUWLFLSDWLRQ¶. As previously discussed, students newly arrived from school may 
assume that study in HE will be like their previous experiences of education since 
WKH\ ZLOO EH GUDZLQJ RQ µZKDt they have implicitly learned through the way 
learning is oUJDQLVHG DQG PDQDJHG LQ VFKRROV¶ (Mann, 2008, p. 96) and, unless 
someone makes visible the nature of academic practice and helps them to 
XQGHUVWDQG µWKH UXOHV RI WKH JDPH¶ WKHLU IRUPV RI SDUWLFLSDWLRQ PLJKW QRW EH
successful in HE (Crozier et al. 2008; Foster et al. 2011; Scott, 2000).  
 
Reification of practice can help students to realise that academic practices 
in HE will be different, and can provide an enduring, if imperfect, representation 
of practice. As Barton and Hamilton (2005, p. 32) SRLQW RXW µUHLILFDWLRQV DUH
FUXFLDOIRULQWHUDFWLRQVDFURVVWLPHDQGVSDFH¶%XWit is a mistake to assume that a 
raft of documents and accompanying verbal explanations will be understood and 
implemented. Drawing on Bernstein¶V (2000) distinction between visible and 
invisible pedagogies, reifications which draw clear boundaries between what is, 
and is not, deemed appropriate in a given context can be seen as providing strong 
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classification, creating recognition rules whereby individual students know what is 
seen as legitimate action. However, although such visibility is necessary, it is not 
sufficient. In the construction of meaning, reification is always inadequate.  
 
7.2.2 Reification and participation; the duality of meaning 
The reified product reflects the practices of the community, but as an 
abstraction it can never fully represent the experience to which it refers. This is 
centUDO WR :HQJHU¶V (1998, p. 62) DUJXPHQW WKDW µUHLILFDWLRQ DV D FRQVWLWXHQW RI
meaning is always incomplete, ongoing, potentially enriching, and potentially 
misleading¶ It is potentially enriching because it can draw attention to salient 
aspects of practice; assignment briefs, however imperfect, do at least give students 
some idea of the sort of thing their tutors are looking for, a far cry from my own 
undergraduate experience when we were given a title and nothing more. But the 
potential to mislead is ever present. For example, we can seek to capture the 
HVVHQFH RI µDQDO\VLV¶ LQ D VHQWHQFH, but definitions fall far short of the lived 
experience of trying to do analysis, and say nothing about what might need to be 
done in the context of a specific piece of written work. I have spoken to 3rd year 
undergraduates who sayµMy feedback always tells me to be more analytical but I 
GRQ¶W HYHQ NQRZ ZKDW WKDW PHDQV¶ 7KH\ µNQRZ¶ WKH definition, but it has no 
meaning for them. Analysis can be reified in alternative ways, which might help 
students come closer to an understanding, but no reification can be a perfect 
representation, for any attempt to capture in words the complexity of the 
experience of analysis will inevitably be incomplete. 
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:HQJHU¶V FDXWLRQ WKDW UHLILFDWLRQ LV DOZD\V LQFRPSOHWH DQG SRWHQWLDOO\
PLVOHDGLQJ OHDGV KLP WR DUJXH WKDW µ3DUWLFLSDWLRQ LV HVVHQWLDO WR UHSDLULQJ WKH
potential misalignments inherent in rHLILFDWLRQ¶(1998, p. 64), mirroring his claim 
about the need for reification to compensate for the inadequacies of participation. 
He concludes that reification and participation must always be seen as a duality. 
7KH UHLILFDWLRQ UHSUHVHQWV WKH VWXGHQW¶V NQRZOHGJH RI SUDFWLFH DQG WKHLU
participation demonstrates their attempt to act in accordance with that knowledge. 
Students in possession of assignment briefs PD\ µNQRZ¶ ZKDW WKH\ KDYH WR GR
VWXGHQWV LQ WXWRULDOV GLVFXVVLQJ IHHGEDFN RQ DVVLJQPHQWV PD\ µNQRZ¶ ZKDW WKH\
need to improve, but such knowledge is useless if they do not know how act upon 
it. :HQJHU¶V GXDOLW\ RI PHDQLQJ WKH LQWHUSOD\ EHWZHHQ UHLILFDWLon and 
participation, provides an analytical tool for examining the relationship between 
tacit and explicit knowledge of academic practice. As discussed in chapter 3, 
academic writing relies upon tacit knowledge which cannot be codified and shared 
with students (Bloxham & West, 2007; Elton, 2010; Mitchell, 2010; O'Donovan et 
al., 2004). Tacit knowledge resides in the experience of practising and, although it 
can never be made fully explicit, it µSURYLGHVWKHEDFNGURp against which explicit 
NQRZOHGJHFDQEHLQWHUSUHWHGDQGXQGHUVWRRG¶ (O'Donovan et al., 2004, p. 333).  
 
8VLQJ :HQJHU¶V SDUWLFLSDWLRQ-reification duality of the construction of 
PHDQLQJDQLQGLYLGXDOVWXGHQW¶VDWWHPSWVWRLPSOHPHQWWKHJXLGDQFHWKDWKDVEHHQ
given is represented in Figure 7.1, in which block arrows represent influence of 
one element of meaning on another. I acknowledge that the social nature of the 
enterprise is not represented, and participation in practice is inherently social since 
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the meaning of action is always within a social context, even when practiced 
alone, nevertheless it is helpful initially to consider the model in relation to 
individuals. Any community of practice is made up of individuals and by focusing 
on the individual student, I am deliberately seeking to capture the experience of a 
student where collaborative learning is not included in the pedagogic approach, 
and participation in academic reading and writing practice largely take place alone.  
 
 
Figure 7.1: Construction of meaning about academic practice in the 
individual sphere. 
 
Guidance and definitions that students are given are reifications of practice 
that influence students as they endeavour to participate in practice and as they 
construct their own meanings and explanations that they use to guide their 
practice. In an iterative process, through attempts at participation, as they try to do 
what they think they are required to do, they refine their own reifications, and 
these reifications inform their subsequent practice. Additional reification of 
Participation in 
practice  
Construction of 
own reifications 
Reification of academic 
practice (for example, 
marking grids, tutor 
explanations, 
assignment feedback) 
Student X 
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academic practice in assignment feedback or tutorials, which reinforce or 
FKDOOHQJH WKH VWXGHQW¶V H[LVWLQJ ZD\V RI SUDFWLVLQJ DQG H[LVWLQJ UHLILFDWLRQV
SURYLGHQHZLQIOXHQFHVRQSDUWLFLSDWLRQDQGUHLILFDWLRQ$QLQGLYLGXDO¶VUHLILFDWLRQ
of practice and participation in practice are always in dynamic relationship, each 
constructing and being constructed by the other, and by external reifications.  
 
,Q DQ LGHDO ZRUOG RYHU WLPH WKH VWXGHQW¶V RZQ UHLILFDWLRQV RI ZKDW
academic practice entails, and their participation in academic practice, would 
gradually become more like that of the established academic, what Lea (2004, p. 
193) FDOOV µWKHEHQLJQYLHZRI WKHQRYLFHVWXGHQWJUDGXDOO\PRYLQJ WRZDUGVIXOO
participation in a community of practice and engaging in written practices similar 
WR WKRVH RI WKH HVWDEOLVKHG DFDGHPLF PHPEHUV RI WKDW FRPPXQLW\¶ +RZHYHU
VWXGHQWV GR QRW DOO OLYH LQ WKH µLGHDO ZRUOG¶ ,I VWXGHQWV¶ RZQ UHLILFDWLRQV
constructed from their existing practice in the light of the new reifications they 
encounter in HE, move further away from those of the academic community, their 
attempts to participate in academic practice on the basis of these reification will 
consign them to the periphery of the academic community. Burn and Finnigan 
describe one such mature student in her final year of part-time study. After several 
years of participation in HE, attempting to practise as she thought the academy 
required, and constructing her own reifications oI WKH WDFLW µUXOHV¶ RI DFDGHPLF
ZULWLQJVKHFRQFOXGHGWKDWµWRZULWHDFDGHPLFDOO\\RXQHHGHGWRµDGGVRPHVQRE
ZRUGV¶«UDWKHUWKDQGHYHORSLQJKHUWKHVLV¶(Burn & Finnigan, 2003, p. 125).  
 
  230 
I now XVH:HQJHU¶VGXDOLW\RIPHDQLQJ WR discuss the experiences of the 
students in my study. I initially focus on students¶ knowledge and understanding 
RIµLQGHSHQGHQWVWXG\¶DUHLILFDWLRQZKLFKDSSHDUVLQPDQ\GRFXPHQWVDQGZKLFK
is seen as a defining feature of HE, before examining academic writing and 
reading practices.  
 
7.QRZLQJZKDWWRGRLQµLQGHSHQGHQWVWXG\¶ 
µ,QGHSHQGHQW VWXG\¶ LV D PXFK XVHG WHUP WKDW DSSHDUV LQ 3URJUDPPH
Specifications and module booklets, and as with all reifications, what it stands for 
is not always clear. Depending on the particular context it might mean studying 
out-of-class work that has been set by a tutor, whereby independent simply means 
µQRWZLWKWKHWXWRUSUHVHQW¶ or it might mean self-directed study, undertaken with 
no support, where topic, resources and direction are self-generated; or something 
in between.  
 
The expectation that the students in this study would work independently 
was explained when module booklets were distributed and timetables were 
discussed. For ES1A, essential independent study tasks were described week-by-
week in the module booklet and on the VLE, along with additional optional tasks. 
These often involved some kind of reading. Optional tasks were designated as µIRU
H[WUD VXSSRUW¶ XVXDOO\ VLPSOHU WH[WV RU \RX-tube videos) or µto extend your 
XQGHUVWDQGLQJ¶XVXDOO\PRUHFRPSOH[WH[WV, and there was an indication of how 
long tasks should take. In the other core Education module, ES1B, the tutor 
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GHVLJQDWHG WDVNV DV µPXVW¶ µVKRXOG¶ RU µFRXOG¶ WR GLVWLQJXLVK EHWZHHQ HVVHQWLDO
recommended and optional tasks, with no distinction between those intended for 
extra support or extension.  
 
In the first week of ES1A (25.9.09), students (all of whom had already 
attended a session for ES1B) were asked to talk about how they thought study at 
university level would be different from what they had done previously, as a way 
of helping them to construct meaning from their experiences so far, and from the 
information they had encountered in their induction and in the documentation. It is 
clear from their talk WKDWµLQGHSHQGHQWVWXG\¶ZDValready an expectation, and all 
groups demonstrate knowledge that university-level study would require greater 
independence of them than school had done. However, like students in other 
studies (Foster et al., 2011; Haggis & Pouget, 2002), they show little 
understanding of what this would mean in practice. Ellie suggests that they will 
QRWEHµIRUFHIHGLQIRUPDWLRQ¶: 
  
Ellie:  , WKLQNWKDWZH¶UHJRLQJWREHKDYLQJWRXVHRXUEUDLQVDELW more. 
1RWLQOLNHWKHPRVWREYLRXVZD\ZKDW,PHDQLVZH¶UHQRWJRQQD
be force fed information. 
         25.9.09 a.m. Group 2 
 
(OOLH¶V use of the negative H[SUHVVLRQ µIRUFH IHG¶ LQGLFDWHV WKDW VKH LV
HPEUDFLQJWKHRSSRUWXQLW\WR µXVHKHUEUDLQDELWPRUH¶KRZHYHUVKHLV the only 
person to speak about the nature of independent study in relation to independent 
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WKLQNLQJ7KHRWKHUGLVFXVVLRQVDOOIRFXVRQRUJDQLVDWLRQDODVSHFWVµ0XVWVKRXOG
aQGFRXOG¶XVHGWRGLIIHUHQWLDWHWDVNVLQ(6%KDYH already been appropriated as 
a way to talk about the different importance attached to different texts, providing, 
as Wenger (1998, p. 58) suggests reifications will, a µSRLQWRIIRFXVDURXQGZKLFK
negotiation of meaning becomes organized¶.  
 
Teresa:  ,W¶V MXVW UHDOO\ WKHZKROH LQGHSHQGHQFH JRRII DQG \RX should do 
this and you could do this. It sort of makes you need the motivation 
WREHDEOHWRJRDZD\DQGVD\µULJKW ,DPJRLQJWRGRLW¶,W¶VLW¶V
not like school where you have to do everything.  
25.9.09 a.m. Group 5 
 
Judith:  %XW QRUPDOO\ \RX MXVW JHW JLYHQ WKHP DQG WROG µ\RX KDYH WR UHDG
WKLV¶ LW¶VQRW OLNHµ\RXcould UHDGWKLV¶$WVFKool it was just like, 
µGRWKLV¶ 
Andrew:  How much do I actually read, woo! 
Judith:  Yeah. 
Andrew:  ,¶YH JRW WR JR DQG JHW DOO WKHVH ERRNV RXW QRZ, you know, and 
then«  
Dominic:  6XJJHVWHGUHDGLQJDQGWKHQLW¶VXSWR\RXZKHWKHU\RXGRLWRUQRW. 
25.9.09 a.m. Group 4 
 
The reification of practice in module booklets and introductory session has 
drawn attention to the element of responsibility inherent in the discourse of 
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independence promoted across the institution, and students know that study at 
university will be different from school, where, they imply, they could rely on 
their teachers to tell them exactly what they needed to know and do. They know 
that they will have to be self-organized and self-motivated yet there is no 
consideration of what they will need to do when they particLSDWHLQµLQGHSHQGHQW
VWXG\¶ XQWLO WKH\ DUH VSHFLILFDOO\ DVNHG WR WDON DERXW WKHLU H[SHFWDWLRQV DQG
concerns related to academic reading and writing. 
 
0\ DQDO\VLV H[SORUHV VWXGHQWV¶ NQRZOHGJH RI WKH OLWHUDF\ SUDFWLFHV WKDW
constitute much of their independent study, their participation in those practices 
and the relationship between knowledge and participation. I consider reading and 
ZULWLQJVHSDUDWHO\VLQFHDOWKRXJKWKH\DUHFOHDUO\FRQQHFWHGDQGVWXGHQWV¶ZULWLQJ
is, to some extent, dependent on their reading, I want to ensure that academic 
reading practices are not hidden or seen only in relation to writing. I had 
overlooked academic reading in the pilot study, and my findings indicated that it 
was an element of academic practice with which a significant minority of students 
did not fully engage. The relative invisibility of reading is embedded in HE 
pedagogic research; although there are many texts dealing with academic writing, 
some of which also discuss student reading in relation to writing, relatively few are 
primarily focused on academic reading. Furthermore, in a major report for the 
QAA in Scotland on introducing scholarship skills, Alston et al. (2008, p. 2) 
H[SODLQWKDWµThiVUHSRUWXVHVWKHWHUPµZULWLQJ¶ to refer to both the act of writing 
and the range of practices that surround it, such as information selection, reading 
and note-WDNLQJ¶ DQG LQ WKHLU PDLQ UHSRUt there are only seven references to 
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UHDGLQJ DQG IRXURI WKRVHDUH LQ WKHSKUDVH µUHDGLQJDQGZULWLQJ¶7KHDXWKRUV¶
decision to subsume reading within writing hides reading as a separate practice, 
and detracts from a conceptualisation of reading as a meaning-making endeavour 
in its own right, separate from any writing that might result from the reading.  
 
 Scholars who do examine student engagement in academic reading 
FRQFOXGH WKDW VWXGHQWV¶ VLWXDWHG XQGHUVWDQGLQJ RI DFDGHPLF UHDGLQJ DULVHV IURP
their experiences in previous learning contexts and that students tend to see 
reading as gathering information for reproduction rather than as to extend their 
understanding (Mann, 2000, 2008; Mateos et al., 2007; Saltmarsh & Saltmarsh, 
2008; Scott, 2000; Weller, 2010). Mann (2008, p. 24) summarises the problem; 
µnormally we read with expectation of communication- finding out what the author 
wants us to know - but we learn through study (and schooling) to read academic 
texts for reproductioQ¶ 5HDGLQJ LV RI FRXUVH XQGHUWDNHQ DV SDUW RI WKH ZULWLQJ
process, however, I see it as essential to separate my discussion of academic 
writing and reading, so that neither is concealed by being seen solely in relation to 
the other. 
 
7.4 Academic Writing: a major student concern 
On the first day of the module ES1A, after talking about how study at 
university might be different from what they had done before, I asked the students 
to discuss any concerns they had about academic reading and writing as a way of 
making academic literacy practices visible and positioning them as topics for 
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discussion 6WXGHQWV¶ WDON VKRZHG WKDW WKH\ DQWLFLSDWHG IDU PRUH SUREOHPV ZLWK
academic writing than academic reading. Drawing on previous experiences of 
writing for academic purposes, they identified issues such as adhering to word 
limits, addressing the question and interpreting the mark scheme; aspects of 
writing that many already knew they struggled with from their experiences of 
writing for A-levels and other qualifications. Additionally, many were aware that 
academic writing at university level would be different in some way, and 
expressed concern WKDWWKH\ZRXOGµGRLWZURQJ¶EHFDXVHRIuncertainty about the 
exact nature of the difference and the greater independence expected of them. 
Writing therefore presented two sources of anxiety: aspects of writing which they 
had found difficult before would continue to be troublesome; and there would be 
new, as yet unknown, challenges. Students in all groups drew on the discourse of 
independence in their discussion of writing, although they were not sure what this 
would entail in practice: 
 
Zena:  Also with writing, um, there may be less advice or bullet points on 
what to write about. 
Zena:  Less guidance I think. 
Sarah:  Yeah. 
Anne:  And you have to do your own, like, research. 
Zena:  Yeah. 
Anne:  Like finding books and stuff, WKH\¶UHQRWMXVWJRQQDJLYHLW\RX. 
Zena:  Yeah. 
Helen:  A lot less guidance.  
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Zena:  Yeah. 
(gap 11 seconds) 
Georgia: Also you've got to find the resources yourself. 
Zena:   Yeah. 
Georgia: SRLW¶VH[WUDWLPHLVQ¶WLW" 
Sarah:  Time consuming. 
(gap 17 seconds) 
Zena:  µ&RV,GLGQ¶WUHDOO\ZRUU\DERXWUHDGLQJDVVXFK. 
Anne:  1R,GLGQ¶W.  
Zena: No, just abouW ZULWLQJ DQG PDNLQJ VXUH \RX¶UH XQGHUVWDQGLQJ WKH
question. 
Anne:  Yeah. 
25.09.09 a.m. Group 1 
 
7KH VWXGHQWV¶ NQRZOHGJH WKDW JUHDWHU LQGHSHQGHQFH ZLOO EH H[SHFWHG RI
them is articulated in relation to writing as including interpreting essay titles, 
knowing what to write about and finding resources. Anne positions researching 
and finding books as part of the writing process rather than the reading process, so 
that even though they are presented as concerns, she agrees with Zena that she 
GRHVQ¶W ZRUU\ DERXW UHDGLQJ 5HDGLQJ UHPDLQV KLGGHQ LQ *URXS ¶V WDON RQO\
being presented as part of writing. Anxiety about writing is understandable; 
writing is the vehicle for much assessed work, it is the product that tutors will 
evaluate and grade. In contrast, reading is indirectly assessed, usually through the 
medium of writing, so it is perhaps not surprising that, since reading practices are 
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µKLGGHQ¶ LQ WKH DVVHVVPHQW SURFHVV WKH\ DUH DOVR WR VRPH H[WHQW µKLGGHQ¶ LQ WKH
VWXGHQWV¶WDON 
 
The dominance of writing and the concern for assessment is also shown in 
VWXGHQWV¶ concerns that they might misinterpret what they have to do. Although 
talking about reading and note-making in the following extract, Vicky is talking 
about them in relation to writing, and her anxiety about reading is predominantly 
insofar as it might affect her writing:  
 
Vicky:  , PHDQ WKDW
V WKH RWKHU WKDW¶V P\ RQO\ ZRUU\ JRLQJ DQG UHDGLQJ
about someone, coming back with all my notes and realise that 
\RX¶YHPLVVHGWKHZKROHSRLQWRIWKHWKLQJDQG,¶POLNH, µ2h great¶. 
$QG,WKLQNWKDW¶VZKDWPDNHV university slightly different. 
Nicola: Yeah. 
Vicky: Instead of schools and things because in all, like, our kind of 
assignments when you read it, LW¶V, like, there is no right or wrong 
answer. 
Nicola: Yeah. 
Vicky:  They are basically just looking for your points and your opinions. 
Nicola: Yeah. 
Vicky: WKLFK,GRQ¶WPLQGEHFDXVH,¶PTXLWHRSLQLRQDWHGVRDVORQJDV,
GRQ¶WJHWWROGRIIIRULW, ,GRQ¶WPLQG. (laughs) 
25.9.09 a.m. Group 5 
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When the assignment for ES1A was set in a lecture, students had been told 
WKDW WKHUH ZDV QR µULJKW¶ DQVZHU DQG WKDW WKH\ QHHGHG WR µUHFRJQLVH GLIIHUHQW
YLHZSRLQWVLQWKHFRQVWUXFWLRQRIDQDUJXPHQW¶DPRGXOHOHDUQLQJRXWFRPH7KLV
µUHLILFDWLRQ¶RISUDFWLFHhas been interpreted by Vicky as meaning that when she 
writes, she should present her opinions, and there is no indication at this early 
stage of the course that she recognises the need to support her opinions with 
evidence. Providing students with written guidance and talking them through it can 
OHDG WR VWXGHQWVZKR HQGHDYRXULQJ WRSUDFWLVH LQ WKH OLJKW RI WKHLU µNQRZOHGJH¶
misinterpret what is required. Group 3, exploring the same issue, contrast opinion 
with facts: 
 
Pippa: I had a piece for Social Care, work that I had, it was one section of, 
it was like a thousand words and that was all fact like, the sort of, 
look on the internet and books, do that, it was like « 
Wendy: No my, my AUWZDVFRPSOHWHO\\RXFRXOGVD\µKHZDVERUQKHUH¶
DQG µWKLV LVKLV SLHFHRIZRUN¶Eut that was it, and then it was all 
completely opinion. µWhat do you think that painting would then 
mean"¶<RXKDGWRJHWDSDUDJUDSKRXWRIWKDWDQGLW¶VOLNH « 
Pippa:  I can do facts, right, I can write facts fine. 
Daisy: ,W¶V WKRXJKWV DQGRSLQLRQVDQGZKHWKHU \RX¶UH ULJKWRUZURQJDQG
ZKHWKHU WKDW UHDOO\ PDNHV VHQVH -XVW EHFDXVH ,¶YH PDGH WKDW OLQN
GRHVQ¶WDFWXDOO\PHDQWKHUHVWRIWKHZRUOGZRXOGDVZHOO. 
25.9.09 a.m. Group 3 
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These discussions in the first week of the module demonstrate a good deal 
of knowledge that the academic writing that they would be required to complete 
for assessed work would be different from what they had done before. At the same 
time, independence opens up possibilities for error and there is concern that 
working independently, and being required to do more than simply report facts, 
might cause them to accidentally do things incorrectly. Both Vicky and Daisy 
clearly position themselves in powerless positions, in contrast to the institutional 
power invested in the tutors; Vicky anxious that making a mistake could lead her 
WRJHWµLQWRWURXEOH¶DQG'DLV\GRXEWLQJWKHZRUWKRIKHURZQLQWHUSUHWDWLRQDJDLQVW
µWKHUHVWRIWKHZRUOG¶ 
 
Anxiety about accidentally doing wrong, despite your best effort to do 
what you think your tutors want, was also apparent in relation to plagiarism. 
Students had been introduced to the issue of plagiarism in a centrally delivered 
session during which they had been introduced to and given a written document, 
Guidance for written coursework. This had been a stern session where penalties 
for plagiarism (zero mark and possible disciplinary proceedings) were explained 
by a member of the Quality Assurance office. 
 
Ellie raises an important question about what counts as plagiarism, and in a 
module where collaborative learning is a pedagogical approach it is even more 
SHUWLQHQW :KR µRZQV¶ WKH NQRZOHGJH WKDW WKH Jroup constructs together? The 
discussion allows this group to unpick some quite complex ideas about what does 
and what does not constitute plagiarism:  
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Ellie:  I mean, ZKHQZHJHWWRZULWLQJRXUDFWXDODVVHVVPHQW,¶PJRLQJWR
have to go through that whole learning advice thing and like, make 
VXUH DERXW LW 0\ RQO\ LVVXH LV WKH SODJLDULVP ELW DQG ,¶P QRW
VD\LQJ,¶PJRLQJWREH «  
Several: Oh yeah. 
Ellie:  ,¶PQRWDELWSODJLDULVHUSHUVRQ. 
?:  No. 
Ellie: But I have issues right, this is my issue, right. (laughs) When I go 
WKURXJKHYHU\GD\OLIHRUDVZH¶UHVLWWLQJLQOHFWXUHVRUWKLQJV,WDNH
RQ RWKHU SHRSOH¶V LGHDV DQG LI , SHUKDSV ZULWH VRPHWKLQJ , ZLll 
WKLQNWKH\¶UHP\RZQ.  
Rhiannon: Yeah, yeah. 
 
[Ellie describes an example from school when, for an assignment, she had 
proposed what she believed to be an original idea for an Art project to her teacher, 
who reminded her that he had shown the class the same idea several weeks 
previously] 
Fran:  ,¶YHGRQHWKDWEHIRUH.   
Rhiannon: You have to write absolutely everything down, GRQ¶W\RX, like all 
\RXUVRXUFHV",¶YHQHYHUGRQH WKDWEHIRUH OLNHZHGLGQ¶WGR LW IRU
A-level. 
[...] 
Ellie:  µCos is it plagiarism if, like, wH¶YHEHHQFKDWWLQJDWWKHWDEOH" 
Fran:  Yeah. 
  241 
Ellie: About a little assessment and then kind of, not thought about what 
ZHZHUH FKDWWLQJ DERXW DQG WKHQ JRWEDFNKRPHDQG WKRXJKW µRK
\HDK WKDWZDVEULOOLDQW¶ LW FRXOGKDYHEHHQ your idea, like, WKDW¶V
what bothers me. 
Rhiannon: I think as long as you don't, um, take something off somebody 
WKDW¶VOLNH «  
Fran:  Yeah, like the internet, like Wikipedia or something. 
Rhiannon: $VORQJDVLW OLNHVD\\RX¶UHGRLQJ$UW ,ID IDPRXVDUWLVW¶VGRQH
somHWKLQJWKHQ\RXJRDQGGRLWLW¶VREYLRXV. 
Ellie: (laughs) A little bit. Although Banksy did do that, um, Monet, 
water lilies one, with the trolley in it. Have you seen it? 
Rhiannon: <HDK\HDK,¶YHVHHQWKDW 
25.09.09 a.m. Group 2 
 
The opportunity to discuss academic practice may not always provide clear 
answers, but the students in Group 2 are able to articulate aspects of the 
reifications they had been given, in order to try to understand what they mean as 
they seek to explore meaning in different contexts. They do not reach a 
conclusion, but are pushing at the boundaries of their knowledge. 
 
Subsequent workshop sessions reified aspects of academic writing practice 
VRWKDWVWXGHQWV¶NQRZOHGJHDERXWZULWLQJLQWKHILUVWZHHNLQFOXGLQJWKHLUEHOLHI
that essays required them to present opinion, could be challenged and re-
constructed in new ways. These sessions, which covered academic debate, using 
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literature in writing, structuring an essay, academic argument, being analytical and 
being critical, included tutor input and both whole group and small group 
discussion. But explicit reification is only one part of the making of meaning and 
the workshops also included collaborative participation in academic practice in 
small groups. The relationship between participation in writing practices and 
reification of those practices can be seen in the way that students try to make 
meaning and I examine the two aspects of this iterative process separately, firstly 
in the way that participation informs reification, and secondly in the way that 
reification informs participation.  
 
7.4.1 Participation informing reification: writing 
Collaborative participation provides a space where students talk about their 
SUDFWLFH DQG LQ GRLQJ VR UHLI\ RU µFRQJHDO LQWR ³WKLQJQHVV´¶ WKHLU Hxperience as 
they articulate representations of academic practice. In the second week of the 
module (2.10.09), having independently read some set texts about rote learning, 
WKH VWXGHQWV ZHUH GLVFXVVLQJ WKH TXHVWLRQ µ,V WKHUH D SODFH IRU rote learning in 
schools today? 6KRXOG WKHUH EH"¶ This was also the title of their first piece of 
assessed writing (700 words), a title chosen to ensure that, from the start of the 
module, writing would be presented to students as being about argument rather 
than reproduction of content (See appendix 7.1 for assignment briefs). In the 
workshop they were asked to consider collaboratively how they might want to 
conclude their piece as a first step to thinking about how they would construct an 
argument, and what evidence they would want to include in support of that 
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conclusion. The need for literary and observational evidence was reified in the 
assignment brief and verbally as part of the whole group introduction to the 
activity.   
 
In their first few weeks in HE, VWXGHQWV¶ NQRZOedge of the purpose and 
nature of academic writing was limited, with little recognition of the need to 
HQJDJHFULWLFDOO\ZLWKLGHDVUDWKHUWKDQVLPSO\WRSURYLGHµWKHULJKW¶DQVZHU*Uoup 
4 demonstrate this lacuna clearly, having decided that there was a place for rote 
learning in school, but being unsure of how to find 700 words that would lead to 
their conclusion:  
 
Georgia: Yes, so yes it is, yes it
VXVHIXO DV ORQJDV \RX
YHJRW«>EXW@ it's 
insufficient. For full knowledge you do need to expand on it. It's a 
good foundation, start. 
Andrew: Mm.  
Georgia: Given there's a limit to how many times you can say that, isn't 
there, for seven hundred words.  
[...] 
Dominic: But that's the, WKDW¶VWKHSUREOHPZLWKWKHHVVD\, like, how is that «  
Georgia: You'd have to use examples from your placement.  
Andrew: Yeah. 
Dominic: Yes, but what about if you don't get examples, do we make µem up? 
(laughs) 
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Andrew: Yeah make some up.   
Georgia: Yesterday I was in a Year 3 class and they were doing times tables. 
Andrew: Little Johnny said this « 
Dominic: Oh yeah. (laughs) 
2.10.09 a.m. Group 4 
 
As they talk, knowledge of aspects of academic writing are articulated. The 
reification of the necessity for evidence, including examples from their placement 
is reiterated, and their subsequent talk leads to a subversion of the task, WKHJURXS¶V
suggestion that they could simply make up observations. As their tutor, this is not 
a practice I would endorse, but as researcher it is interesting to note how their 
discussion of the writing process, as they collaborate to complete the task, results 
in the creation of their own reification of writing practice: that lack of evidence 
can be overcome by making it up. Later it appears that this was not just joking. 
After handing in their 700 words on rote learning, Dominic explains he has not 
referred to school observations: 
 
Dominic: ,GLGQ¶WPHQWLRQP\SODFHPHQW, I realised, but « 
Georgia: Did you not? 
Dominic: It was like, there wasn't, there wasn't really, yeah. I was, like, trying 
WRPDNHXSDVFHQDULRLQP\KHDGEXWWKHQ,ZDVOLNH« 
Yvonne: I made one up. 
        16.10.09 a.m. Group 4 
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Reifications constructed together can result in a student community where 
the practices are not those of the mainstream academic community, however, 
*URXS¶VGLVFXVVLRQGRHVDOVR LGHQWLI\ DVSHFWV RIDFFHSWDEOHDFDGHPLFSUDFWLFH
literature WKDWPLJKWEH UHOHYDQW ZKLFK WKDQNIXOO\ WKH\GRQRW VXJJHVW µPDNLQJ
XS¶KRZPDQ\WH[WVWKH\ZLOOQHHGWKHQHHGWRµPDNHQRWHV¶ 
 
Dominic: Yeah I reckon we have to make the, um, [use the] suggested 
reading to get, like, a more, more places to reference µcos « 
Georgia: Yeah. 
Dominic: We're, [going to need] references, like from three things you're not 
going to get enough for this, enough words are you?  
Georgia: Yeah. 
Andrew: So you've got to make a lot of notes.  
2.10.09 a.m. Group 4 
 
7KHLU WDON JLYHV WKH VHQVH RI µUHKHDUVDO¶ QRWHG LQ &KDSWHU  LGHQWLI\LQJ
what they will need to do in their independent study, and, although their talk is still 
at a very general level, later in the discussion, as they try to commit their ideas to 
paper, Dominic is able to make specific reference to a text and to rehearse the 
academic voice he believes to be appropriate for academic argument, despite 
Georgia and Andrew still placing primary importance on the answer rather than 
the argument: 
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Georgia: So is there a place for rote learning in schools today? Yes. 
Andrew: Is there? Yes.  
?:  (laughs) 
Georgia: Right, just write that 700 times. 
Andrew: Discuss.  
(gap 5 secs) 
Dominic: You, you could, I would definitely quote Mayer and I reckon you 
could quote, like, Tapscott somewhere in there. 
Georgia: Yeah sD\LQJWKDWKHGRHVQ
WWKLQN« 
Dominic: <HDKWKDWµ7KHUHDUHVRPHKRZHYHU¶ « 
2.10.09 a.m. Group 4 
 
Participation in practice leads to the reification of practice and by the final 
week of the module (11.12.09), students knew that the writing they were required 
to do involved argument. Their task involved using different voices to present 
different sides of an argument about dialogic teaching:  
You are the staff in a school. The Head Teacher has asked for your 
ideas to include in a presentation that she is giving to the next 
*RYHUQRUV¶ PHHWLQJ H[SODLQLQJ WKH QHZ VFKRRO SROLF\ WR WDNH D
more dialogic approach to teaching and learning. List the main 
points you think she should include then organise them into a 
structure that the Head will be able to use as a basis for the 
presentation. (ES1A Workshop handout 11.12.09) 
 
Participation provides a space for the students to talk about the 
nature of the kind of text they have to produce as they write in voices 
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other than their own, and to recognise that different types of writing will 
require different things:   
 
Sarah:  :KDW\RXVDLGDERXWXPFKLOGUHQDUHMXVW« 
Rhiannon: Saying what you think the teacher wants to hear. 
Sarah:  6R« 
Rhiannon: Are we supposed to be doing negatives though, or are we supposed 
to be saying how good it is? 
Xanthe: 8PDVLW¶VIRUWKH*RYHUQRUVLW¶VPHDQWWREHOLNHELDVHGLVQ¶WLW" 
Zena:  Yeah, ,GRQ
WWKLQN« 
Xanthe: ,W¶VQRWPHDQWWREHbalanced, but it... 
Sarah:  Convincing to other people. 
 
And then later in role as the Governing Body they have to adopt a different role: 
 
Sarah:  UHDGVDQRWKHUJURXS¶VQRWHVDORXG 
Rhiannon: Very good. 
Zena: 5LJKWZH¶YHJRWWREHFULWLFDOQRZKDYHQ¶WZH"µ&RVZH¶UHOLNHWKH
Governors. 
Nicola: Yeah. 
Xanthe: 6RZH¶OOVD\µ:HOOZHGRQ¶WDJUHHZLWKWKDW¶ 
(laughter) 
Xanthe: ,W¶VTXLWHGLIILFXOWZKHQ\RXGRDJUHHZLWKLWWKRXJKLVQ¶WLW" 
       11.12.09 a.m. Group 1 
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As the students participate in the activity, the need to write in different 
voices provides the opportunity for them to reify aspects of academic practice: the 
nature of persuasive writing, as distinct from biased or neutral writing; and the 
recognition that it is necessary to present alternative views in the discussion of a 
topic and to give them consideration, whatever your own beliefs. The laughter 
IROORZLQJ;DQWKH¶V VWDWHPHQW µ:HGRQ¶W DJUHHZLWK WKDW¶ VKRZV WKDW WKH\ NQRZ
argument requires more than a statement of disagreement, but they still do not 
demonstrate recognition that this is not simply about their own opinion but rather 
about considering alternative perspectives. Participation provides a context in 
which the students produce and refine reifications of practice in their articulation 
of knowledge of academic practice. However, collaborative work does not just 
provide a context where participation can inform reification. Reification also 
informs participation. 
 
7.4.2 Reification informing participation: writing 
I suggested in Chapter 6 that when practice is made visible in workshops it 
LQIRUPV SDUWLFLSDWLRQ DV H[HPSOLILHG E\ *URXS  ZKR FRQWUDVWHG µarguing with 
each other¶ZLWK µaUJXLQJZLWKHDFKRWKHU¶VSRLQWV¶DQG*URXSZKRLGHQWLfied the 
QHHGWRµDVNHDFKRWKHUZK\ZHWKLQNWKDW¶IROORZLQJDZRUNVKRSDERXWDFDGHPLF
debate. Students not only share their knowledge verbally, and identify what it 
means for their practice, but are also able to demonstrate through shared practice 
how they act on that knowledge.  
 
  249 
The duality of reification and participation sheds light on the process by 
which this knowledge informs their practice. As described in Chapter 6 (pp. 195-
201), the UHLILFDWLRQRIµGHEDWH¶DQGWKHLUH[SOLFLWknowledge of it did not initially 
DIIHFW *URXS ¶V practice, and had they been working alone in their rooms the 
reification presented in the morning workshop might have had no influence, but 
the classroom setting demonstrated to them that other groups were still engaged in 
discussion whilst they had ground to a halt. Articulation of their interpretation of 
the reification enabled Group 4 to identify what they ought to do, even if they were 
not sure how to do it, and it was this talk about practice that prompted them to 
participate in a different way. Although they were still unsure how to practise 
differently, Group 4 did go on to re-start the activity, and despite several false 
starts, they eventually managed to discuss what the statements meant and their 
importance for teachers, offering examples from their experiences in school to 
justify their positions. 
 
Participating in a collaborative activity provides opportunity for knowledge 
of practice that has been previously introduced to be articulated and to inform 
ways of practising. In the following example in the final week of the module, in 
the same dialogic teaching task as above, following a discussion about dialogic 
teaching, during which the group had made rough notes, Group 2 are writing a 
GRFXPHQWWRJLYHWRWKHµKHDGWHDFKHU¶ 
 
Ellie: :HOO,¶YHJRWWKHEDVLFs RIZKDWHYHUZH¶YHFRPHXSZLWK>ZH¶OO@ just write 
it up neatly.  
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[...] 
Ellie: Yeah. 3XWWKHWLWOHµWRZDUGVGLDORJLFWHDFKLQJ¶. First point « 
Fran: As a bullet point? 
Ellie: Yeah, so like, µaims¶RUVRPHWKLQJ Seems like aims to me. 
Fran: Yeah. 
Ellie: To encourage talk in the classroom to, to extend their thinking ... 
Vicky: Is it to extend WKHFKLOG¶V thinking? 
Ellie: Yeah, >SXW@µWKHFKLOG¶VWKLQNLQJ¶  
 
(OOLH¶VDVVXPSWLRQWKDWWKHLGHDVDULVLQJIURPWKHLUGLVFXVVion just need to 
be written up neatly initially goes unchallenged and Fran simply writes what Ellie 
reads from their notes although Vicky, recognising the need for precision in a 
ZULWWHQGRFXPHQWHPSKDVLVHVWKDWLWLVµWKHFKLOG¶V¶WKLQNLQJ%XWDVWKH\Fontinue 
with the task the lack of structure is questioned: 
 
Ellie: Emphasis on discussion and dialogue, so next bullet point. Emphasise 
discussion and dialogue ... 
Fran: Yes, but it is an aim or what is it?  
Ellie: ,W¶V«0ake them all aims, like aims for how they should be. 
Fran: So what is it?  
Ellie: Emphasise discussion and dialogue, [as] opposed to recitation, instruction 
and rote. 
Fran: (writing) µEmphasise discussion and dialogue «DVRSSRVHGWR¶« 
Teresa: Why are they aims? 
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Ellie: µ&RV WKH\¶UH OLNH aims of dialogic teaching, teaching in a way that 
Alexander wants us to. 
[...] 
Ellie: Um, next one ... more conversations initiated, should be initiated by 
children. 
Vicky: Should we not put them in some kind of order first?  
Fran: :H¶UHQRWwhat? 
Vicky: Put the points in some kind of order. 
Ellie: ,W¶VMXVWSRLQWVWKDWZH¶YHFRPHRXWZLWK 
Vicky: What ,¶PVD\LQJLVWKHUHQHHGVWREHPRUHVWUXFWXUHLQWKHUHIRUWKHpoints 
for the head teacher to include in her piece ... 
Ellie: WellZH¶UHZULWLQJDLPVRIdialogic teaching and then we can just whack 
RXW$OH[DQGHU¶VWKLQJRQWKHHQG « 
Vicky: It was only an idea ... 
Jane:  (passing by, checking that all groups are on task) Are you OK here?  
 
Fran, as scribe for the group, is first to recognise the need to organise the 
points and asks if it is an aim (the subtitle Ellie had previously suggested), and 
DOWKRXJK7HUHVDTXHVWLRQV(OOLH¶VDVVHUWLRQWKDWWKHFKDUDFWHULVWLFVVKHLVGHVFULELQJ
DUH DLPV VKH DFFHSWV (OOLH¶V UHVSRQVH ZLWKRXW IXUWKHU TXHVWLRQ %RWK )UDQ DQd 
Teresa present a sense of disquiet, that the structure Ellie is claiming is unjustified, 
but they appear to lack the confidence in their own interpretation to challenge her. 
As the task becomes little more than Ellie reading out the points they had 
previously discussed, Vicky appeals to the need for structure, but she too appears 
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WRFDSLWXODWHµLWZDVRQO\DQLGHD¶DQGP\FRPPHQWPDGHDV,SDVVHGE\SHUKDSV
GLYHUWV DWWHQWLRQ IURP 9LFN\¶V GLVTXLHW +RZHYHU DOWKRXJK (OOLH FRQWLQXHV WR
dominate the activLW\ VKH HYHQWXDOO\ DFNQRZOHGJHV WKH RWKHUV¶ FRQFHUQV DQG
explicitly refers to creating a structure twice later in the task: 
 
Ellie: Yeah. And then if you want to do it in, like, a structured way, you could 
GR\RX¶YHGRQHWKHDLPVDQGLWZRXOGEHOLNH, um, how dialogic teaching 
could be used and be like ... um, not to discriminate um, precision in 
vocabulary, or something. 
Fran: How ... 
Ellie: ,GRQ¶WNQRZ,GRQ¶WNQRZKRZWRSKUDVHLW I need ideas from other people 
here.  
Fran: Well what are you trying to do? I don't understand. 
Ellie: 5LJKW ,¶YH MXVWFRPHRQ WR OLNHDQRWKHU VHFWLRQ, kind of about, like, how 
this bit here is, like, kind of, how it could be used, and this is, like, the 
different types of dialogic teaching, so they are your three sections, if you 
want to do it structured. 
Iris : 6RZKDW¶Vour first one?  
Fran: How should dialogic teaching be used?  
Vicky: :HOOVXUHO\WKDW¶VWKHDLPV 
Ellie: 'RQ
WPDWWHUGRHVLW",W¶VQRWIXFNLQJDVVHVVHG.  
Iris: <HDKWKLVLVQ¶WDVVHVVHGVKH¶V>-DQH¶V@ not gonna care that much. 
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Ellie: But not to, not to, OK wait a minute, LW¶Vbasically, not SLFNRQSHRSOH¶V
vocabulary and like how they phrase their words and things, LW¶VDFWXDOO\WR
bring their ideas out, do you know what I mean? 
 
The task is making considerable demands on the group. Ellie is struggling 
to articulate an important point about valuing attempts to construct meaning over 
the way that things are said, and at the same time she has to negotiate a structure 
and approach to writing. Of course, this is the same process that is undertaken 
when completing an essay, but one is not constantly challenged when writing an 
HVVD\6ZHDULQJLVYHU\UDUHLQWKHUHFRUGLQJVVR(OOLH¶VXVHRIµIXFNLQJ¶VXJJHVWV
a growing frustration, and irritation with Vicky who continues to question the 
structure of their work. The social context here is one in which Ellie and Iris 
present writing completed in class as less important than writing carried out for an 
assessment. Although this group readily engage with tasks, the importance of 
ZULWLQJLQDSDUWLFXODUZD\LVGRZQSOD\HGDQG,ULV¶FRPPHQWWKDW,WKHWXWRUDP
µnot gonna care that much¶ VXJJHVW WKDW VKH VHHV WKH FRQWHQW DV EHLQJ PRUH
important than the way that it is written. Nevertheless, Vicky returns to structure in 
the final extract, organising the points into a more coherent order, and Fran, who 
has been busy scribing for the group, is finally able to articulate how the points can 
be organised into definitions and reasons: 
 
Vicky: SRZH¶YHJRWWZRIRUPVKDYHQ¶W\ou? Because we said about the discussion 
and dialogue, so then that [prioritising sharing ideas over vocabulary and 
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phrasing] just leads on from that [emphasis on discussion and dialogue] 
GRHVQ¶WLW? Because WKDW¶VGLDORJLF «  
Ellie: Yeah. 
Vicky: In WKDW¶V kind of the way to teach. 
Fran: Yeah. 
Vicky: And I just thought the dialogic teaching just came «  
Fran: I think WKDW¶V just a statement of what, of what he, um>LW¶V@WKH definition, 
not, not the reason behind it, just the « 
Ellie: Yeah, I like it. 
Vicky: That was what I thought. I just thought that would go on from that « 
Ellie: The next one under there? 
        11.12.09 a.m. Group 2 
 
Writing collaboratively is not easy: the process requires explanation and 
justification of decisions and Ellie is obligHG WR DGGUHVV RWKHUV¶ FRQFHUQV 7KH
reification of the need for structure in writing leads to talk about practice that 
influences the way the group completes the task. Together they move from listing 
points randomly to categorising the types of points that they are making and 
finally begin to organise them differently, the writing task obliging them to 
construct meaning in terms of definitions, aims and reasons. In this way, the 
practice of collaborative writing is also supporting higher level engagement with 
the content of the module. 
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The model of the reification-participation duality in Figure 7.1 (p. 227) can 
be applied to the group context of collaborative activity (Figure 7.2). Block arrows 
again represent influence of one element of meaning on another.  
 
 
Figure 7.2: Construction of meaning about academic practice in the 
collaborative sphere 
 
In the group setting, the iterative process in which reification and participation 
each construct and are constructed by the other in a dynamic relationship is 
mediated by talk about practice. 
 
In their first few weeks in HE, in accord with the findings of Haggis (2006, 
p. 528) WKH VWXGHQWV ZHUH XQDZDUH WKDW OHDUQLQJ LQ WKH KXPDQLWLHV ZDV µabout 
questioning and creating knowledge « as well as being about exploring what is 
DOUHDG\NQRZQ¶. However, by the end of the semester they not only knew about 
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characteristics of academic writing such as the need for justification and evidence, 
but were also beginning to understand their purpose.  
 
7.4.3 Reified knowledge about academic writing- seeing the purpose 
Collaborative writing necessitates talk about practice that not only draws 
on reifications that have been introduced, but also requires them to be restated and 
refined as mutual engagement and joint enterprise are negotiated, and as those 
reifications become instrumental in moulding participation their purpose can be 
more clearly seen and articulated.  
 
*URXS ¶V RULJLQDO SXUSRVH ZKHQ GLVFXVVLQJ URWH OHDUQLQJ KDG EHHQ WR
complete the task. In contrast, by the end of term they understood the purpose of 
academic writing differently. Whilst engaged in a collaborative writing task which 
constituted making an argument in favour of a dialogic approach to teaching, it 
was clear that Georgia and Andrew took a completely different approach than they 
did in the early weeks of the module. They demonstrated knowledge of, and 
participated in, academic writing practices including the construction of argument 
and the need for supporting evidence: 
 
Andrew: 6R ,JXHVVZH¶YHJRW WR VD\ZH¶YHJRW WREULQJ WKRVH >WKeoretical 
SHUVSHFWLYHVLQWURGXFHGSUHYLRXVO\@LQWRWKDWVRUWRIWKLQJKDYHQ¶W
ZH" 6R \RX¶UH WDONLQJ DERXW XP VRPHWKLQJ WKDW OLQNV ZLWK
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Vygotsky, and scaffolding, and that sort of thing. Do we need to go 
back to that theory? 
Georgia: Yeah, references. SR ZH¶YH JRW WKHRU\ EDVLQJ WKLV ZH¶UH QRW MXVW
VD\LQJWKLVZH¶YHJRWWKHRU\WREDFNLWXS 
Andrew: <HDKUHDGVµ$V%UXQHUVDLGµFKLOGUHQPXVWWKLQNIRUWKHPVHOYHV
LQRUGHUWRNQRZDQGXQGHUVWDQG¶¶ 
Georgia: Yeah, and in order to do this they need to discuss with others to get 
RWKHUV¶SHUVSHFWLYHV 
11.12.09 a.m. Group 4 
 
In the same session, talk about practice in the workshops gave members of 
Group 2, who had been concerned about plagiarism in the first week, the 
opportunity to refine their knowledge. Talk about referencing took place as part of 
the collaborative writing task they were engaged in, providing an opportunity for 
existing knowledge to be shared and to inform practice. In this extract Ellie is 
scribing for the group as they make an argument in favour of a dialogic approach 
to teaching: 
 
Ellie:  Um hang on, running out of room. Children what? (reads what she 
has just written) µ&KLOGUHQ DUH JLYHQ WLPH¶ LV WKLV, like, a direct 
quote? 
Iris:  :HOO \HDK ,¶P UHDGLQJ WKDW IURP WKH ERRN UHDGV µ&hildren are 
given WLPHWRWKLQNWKLQJVRXWDQG«LQGHHGWKLQNDORXG¶. 
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Vicky:  , GRQ¶W NQRZ ZKHWKHU WKHVH DUH TXRWHV IURP WKH ERRN LQ KHUH
[lecture haQGRXW@EXW WKH\¶UHTXLWHJRRGUHDGV µChildren need to 
talk and experience a rich diet of spoken language to think and to 
learn. Children must think for themselves before they truly know 
and understand and teaching must provide them with linguistic 
opportunities to do so¶.  
Ellie:  , GRXEW LW¶V D GLUHFW TXRWH, , GRXEW LW¶V D GLUHFW TXRWH EXW , « it 
GRHVQ¶WPHDQ WKDW\RXFDQ¶WXVHLWLQ\RXUHVVD\EXW\RXFDQMXVWSXW
LW LQ EHFDXVH \RX FDQ EH OLNH µ$OH[DQGHU  VSRNH DERXW EODK
EODKEODKEODK¶DQGUHZULWHLW. 
11.12.09 a.m. Group 2 
 
(OOLHDVNLQJµLVWKLVDGLUHFWTXRWH"¶DQG9LFN\¶VFRPPHQWWKDWVKHGRHVQ¶W 
know whether or not the points she was reading from a lecture handout were direct 
quotes demonstrate that the knowledge that referencing must be accurate has been 
appropriated into their ongoing practice. The opportunity to talk about and clarify 
aspects of practice is taken up by Ellie who demonstrates how she could use the 
source in her work, reifying the practice of paraphrasing. As her tutor, I would 
prefer that she go to the original source, but as researcher I can focus on the 
relationship between participation and reification: participation in collaborative 
practice necessitates talk about referencing that reifies aspects of the practice of 
referencing; creation of joint reifications can inform subsequent practice. 
Reifications about plagiarism make sense to Group 2 because they have a purpose. 
Not only does Ellie know about the practice of paraphrasing, she has a purpose for 
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knowing, because it allows her to use a lecture hand-out and bypass the need to 
read the original. Making meaning is a constant process such that reifications and 
practice are always in flux, with the potential for each to affect the other, both for 
the individual and for the group. Reifications influence writing practices and, in 
turn, the practice of writing influences the production of new reifications which 
place the student on a trajectory toward fuller participation in practice. The 
µQHJRWLDWLRQ RI JDSV¶ ZKLFK (QJOLVK FRQFHSWXDOLVHV DV WKH UHODWLRQVKLS EHWZHHQ
what can be known and what remains implicit, takes place through the act of 
participation: 
,QWKHHQGVWXGHQWVFDQQRWNQRZµZKDWZHZDQW¶ until they write ... 
However, it is actually somewhere in the gap between the lecturer's 
design and the student's interpretaWLRQWKDWOHDUQLQJWDNHVSODFH«
it is the space where they can (or must) try to make sense of the 
material. (English, 2011, p. 58) 
 
And the space to which English refers can be a communal space, where the 
participation is collaborative, and sense is made through shared endeavour. 
Individual students bring their existing reifications of academic writing practices 
to the workshops which contribute to the joint reifications that are constructed. As 
WKH\µUHKHDUVH¶WRJHWKHUZKDWWKH\QHHGWRGRLQWKHLUHVVD\VWKHSRWHQWLDOIRUMRLQW
UHLILFDWLRQVWRLQIOXHQFHVWXGHQWV¶RZQUHLILFDWLRQVLVDSSDUHQW6LPLODUO\VWXGHQWV
bring their own writing practices to the group which can influence and be 
influenced by joint participation in practice. The ongoing individual and group 
constructions of meaning take place in tandem, and the relationship between them 
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is represented in Figure 7.3 the block arrows again representing influence of one 
element of meaning on another. 
Figure 7.3: The relationship between individual and collaborative 
construction of meaning in relation to academic writing 
 
Figure 7.3 represents how for the students in the study, participating in 
collaborative writing, the dynamic relationship between reification and 
participation is enacted in two spheres simultaneously, the individual and the 
collaborative, and these two spheres are also in a dynamic relationship where each 
shapes and is shaped by the other. However, although this relationship could be 
seen in relation to academic writing, there is little evidence that the workshops 
LQIOXHQFHGVWXGHQWV¶UHDGLQJSUDFWLFHVLQWKHVDPHZD\ 
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7.5 Academic Reading: a hidden problem 
As previously noted, on the first day of the module, when students were 
asked to discuss concerns about academic reading and writing, few identified 
concerns with reading, except those who knew that they had a specific problem, 
such as dyslexia. On the whole, students¶ SHUFHSWLRQVRI DFDGHPLF UHDGLQJ ZHUH
quite different from their perceptions of academic writing. Many already knew that 
they had problems with writing, and additionally they expected that writing at 
university would be in some way different, and more demanding. Reading, in 
contrast, was not presented as an existing problem and there was no awareness that 
reading at university would require anything more from them: 
 
Anne:   What about reading? 
Zena :   How do you feel about the reading that you will need to do? 
Anne:   ,¶PQRWUHDOO\WKDWZRUULHGDERXWLW. 
Zena :  The writing I think [is the problem]. Getting to the, what the 
TXHVWLRQ¶VDVNLQJ\RXDQGXQGHUVWDQGLQJWKHTXHVWLRQ. 
25.09.09 a.m. Group 1 
 
Group 1 then talked for several minutes about concerns with writing, but 
did not return to the topic of reading. The VWXGHQWV¶ dismissal of reading as a cause 
for concern does not demonstrate that these students were all adept at academic 
reading, but rather that their knowledge of what it would entail was limited.  
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Xanthe: How do you feel about the reading we need to do? 
Rhiannon: Oh I read it, EXWLWGRHVQ¶WJRLQ,GRQ
WWKLQN 
Fran:  I love reading. 
Rhiannon: Do you? 
Ellie: Reading I can cope with, DVORQJDV,¶PUHDGLQJVRPHWKLQJDQGWKHQ
making notes. Or I highlight it and then go back and make notes 
µcos otherwise I can read something and then, like, think µZKDW¶V
for tea"¶ 
        25.09.09 a.m. Group 2 
 
Judith:  How do you feel about the reading that you will have to do? 
Andrew:  Reading, I don't have a problem with reading. 
Judith:  Nor do I. 
Andrew:  ,W¶VLW¶VWDNLQJLWLQDQGXQGHUVWDQGLQJLWLVQ¶WLW" 
    25.09.09 a.m. Group 4 
 
Only Ellie indicates that there might be different ways to approach 
academic reading that would help her to engage and make sense of the text. The 
RWKHU VWXGHQWV SRVLWLRQ µUHDGLQJ¶ DV VRPHWKLQJ GLVWLQFW IURP µWDNLQJ LW LQ¶ DQG
µXQGHUVWDQGLQJ¶ VXJJHVWLQJ WKDW IRU VRPH VWXGHQWV UHDGLQJ LV SHUFHLYHG DV
decoding the print on the page. If reading is understood as decoding print, which 
they know they can do, then it is not surprising that students initially have little 
concern about reading. Some have not considered the possibility that academic 
UHDGLQJ PLJKW HQWDLO VRPHWKLQJ GLIIHUHQW IURP UHDGLQJ IRU SOHDVXUH DQG .LP¶V
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portrayal of herself as an avid reader indicates that she does not distinguish 
between different sorts of reading: 
 
Kim:  6HH,¶YHJRQHWKURXJKWKUHHERRNVVLQFH,¶YHJRWKHUHMXVWUHDGLQJ
IRUSOHDVXUHVR,¶YHEHHQKHUHDZHHNDQG,¶YHJRWWKURXJKWKUHH 
Andrew:  Yeah. 
Kim:  6R EDVLFDOO\ ,¶YH UXQ RXW RI ERRNV VR , ZHQW GRZQ [to town] to 
ERUURZ P\ IULHQG¶V ERRN 8P VKH¶V DW 0DQRU 7RZHUV [student 
residence]. 
Judith:  , QRUPDOO\ UHDG EXW , KDYHQ¶W UHDG ZKLOH ,
YH EHHQ KHUH ,¶YH EHHQ
too busy.   
Kim:  You see I always seem to read, like a couple of chapters before I go 
to sleep no matter what time it is. Just one of those things. 
Judith:  If I've been drinking, ,FDQ¶WVHHWKHZRUGV.  
Andrew:  ,I \RX¶UH DFWXDOO\ UHDGLQJ, er, VRPHWKLQJ WKDW \RX¶YH JRW WR OHDUQ, 
LW¶Vslightly different LVQ¶WLW" 
Kim:   <HDK\RX¶UHMXVWVRUWRIOLNHµRKWKLVLVGUDJJLQJ¶  
Judith:  <RXFDQ¶WUHDOO\JHWLQWRD education book can you? 
Kim:   1RWUHDOO\\RXJHWWRWKHILUVWSDJHDQGLW¶V «  
Andrew:  µ:HOOWKDW¶VUHDOO\LQWHUHVWLQJ¶! (ironically)  
    25.09.09 a.m. Group 4 
 
 Although Andrew tries to instigate discussion of how academic texts might 
need to be read differently, Kim and Judith simply position academic books as 
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boring, a perception with which Andrew agrees (at this point they have only read 
one text, for ES1B, so are basing their judgements on little evidence), but he 
persists in his attempt to focus the discussion, introducing the problem of 
unfamiliar vocabulary: 
 
Andrew:  They use a lot of words, like, and sentences with lots of long words 
LQDQG\RX¶UH, like, µDQGWKDWPHDQVHU¶" 
Dominic:  (laughs) 
Judith:  ,¶YH EHHQ KDYLQJ WR XVH *RRJOH ZKLOH ,
YH EHHQ UHDGLQJ WKLV [text 
for ES1B that she had brought with her].  
Kim:  Yeah, I use that quite a bit as well. Google, define, and then it 
comes up with all definitions. 
Andrew:  Long words that you don't know.  
[...] 
Judith:  I think the higher you get in education the smaller the writing gets. 
Dominic:  More formal as well. 
Judith:  Yeah. 
Dominic:  We were introduced to journals yesterday [in Sport]. 
Judith:  Mm. 
Dominic:  And they are written, you know like, they are publishing results and 
stuff rather than «7KLV LV OLNH a book that explains it to you. [A 
journal] is giving you information which you have to infer yourself. 
25.09.09 a.m. Group 4 
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Talk about reading is predominantly concerned with identifying 
characteristics of academic texts, including that they are boring, with unfamiliar 
vocabulary and formal structures, rather than with the practice of reading. There is, 
as Weller (2010) notes, a perception of text as object, rather than as relational and 
GLDORJLF)XUWKHUPRUHZKHUHDVVWXGHQWV¶WDONDERXWZULWLQJLVOLWWHUHGZLWKSKUDVHV
VXFKDV µ,¶PUHDOO\ZRUULHGDERXW«¶WKH\GRQRWH[SUHVVH[SOLFLWFRQFHUQDERXW
reading; reading is something that they know they can do and academic reading is 
HVVHQWLDOO\ WKH VDPH DOWKRXJK WH[WV ZLOO EH µKDUGHU¶ DQG ERULQJ DQG WKHUHIRUH
might require extra effort, a will to concentrate and a dictionary. Few students 
indicate any awareness that academic reading practices might be different from the 
practices involved in reading for pleasure and in their first week, most students did 
not position reading as problematic in the way that they positioned writing. 
However, the set reading presented a challenge to their assumptions, their 
participation in academic reading leading them to talk about reading differently in 
the subsequent workshop.  
 
7.5.1 Participation informing reification: reading 
Although they had not initially anticipated difficulties with reading, in the 
second week (2.10.09 a.m.) students were asked to discuss some reading that had 
been set as preparation, and the experience of completing some reading had 
revealed a number of problems. The texts had included the first two pages of an 
online academic paper (which stood alone as a critique of rote learning) and the 
students were asked to identify any parts of the text they had found difficult so that 
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they could try to construct meaning together, and discuss what they did when 
reading was difficult. Talk initially focuses on the nature of the text as boring and 
hard to read, and the perception of academic texts as using difficult vocabulary and 
being difficult to understand is shared by many: 
 
Sarah: It gets a bit confusing when they, because when you're reading 
something like this it gets a bit boring, so then you kind of switch 
RIIWKHQ\RXGRQ
WJHW« 
Nicola:  Yeah. 
Sarah:  You don't get (unclear). 
Zena:  Yeah if at first, like, some of the names that you don't understand. 
Sarah: $QGWKHQ,KDYHWRUHDGDQGWKHQEHOLNHµRK¶DQGWKHQ,MXVW give 
up. 
Zena:  Yeah. 
Sarah: %XW WKHQ \RX GRQ
W UHDOO\ JHW WKH JUDVS RI LW µFRV WKHQ \RX GRQ
W
understand, but it's hard to sit and read, like, especially when the 
names are a bit confusing. 
2.10.09 a.m. Group 1 
 
In particular, the structure of the text has not been understood. The purpose 
of the first paragraph, which acted as an abstract, outlining the argument and 
presenting key ideas, is not recognised as such by most of the students, who 
simply see it as confusing and unnecessarily complex, given that the subsequent 
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paragraphs included a simple introduction to the topic and straightforward 
examples to illustrate the first point of the argument: 
 
Bryony:  Yeah the vocabulary I thought was quite different to what we're 
used to. 
Layla:  I couldn't really understand [the author] as well. 
[...] 
Meg: I couldn't read any of this [first paragraph]. I just read this bit [the 
rest of the text]. It made more sense to me. 
2.10.09 a.m. Group 6 
 
 Meg has adopted a strategy of reading-on in the text to try and get to the 
meaning of the paper. The same strategy is articulated by Fran in the next extract: 
 
Iris:   I got really annoyed with [the author] actually.  
Vicky:  I got annoyed with [the author] because the whole load of «  
Iris:  The thing is though, is they kind of went really hard, like not hard 
to understand but they kind of talked, like, in a academic kind of 
way here [in the first paragraph, which served as an abstract]. 
Vicky:  Yeah. 
Iris:  And then as soon as I went to here [the next section] he spoke like 
an idiot, because it was just so easy to understand. 
Vicky:  Yeah. 
Iris:   It was just like, well «  
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Vicky:  It was such a change of « 
Ellie:  I get what he's trying to do, he's trying to set out an example 
without actually being able to speak, it's quite hard.  
Fran:  Yeah it's funny because when you look at the first, like the first 
three, like there's the two big paragraphs and that small paragraph 
yeah? If you look at [the first paragraph], when I read it it's just like 
µblah, blah, blah, blah¶, but then when I got on to those [the second 
and third paragraph] it's like, µoh I know what this [first paragraph] 
means¶, do you know what I mean?  It's really helped me. 
2.10.09 a.m. Group 2 
 
As a consequence of their participation in independent reading the students 
have refined their reifications of academic reading and through their talk about 
practice they share these with others. Vicky and Iris have simply been irritated by 
the structure of the text, and the abstract nature of the first paragraph which acted 
as an abstract for the article. They portray their experience of academic reading as 
µDQQR\LQJ¶ LPSO\LQJ WKDW WKH DXWKRU KDV EHHQ GHOLEHUDWHO\ REVFXUH PRYLQJ
between abstract ideas and straightforward examples without reason. In contrast, 
Ellie and Fran have understood that the author was trying to get across his main 
DUJXPHQWZLWKRXWJLYLQJVSHFLILFGHWDLODQGDV(OOLHWULHVWRDUWLFXODWHWKLVµ,JHW
ZKDW KH¶V WU\LQJ WR GR he's trying to set out an example without actually being 
DEOHWRVSHDN¶VKHLVUHLI\LQJWKHQDWXUHRIWKHDEVWUDFWDVWKHDXWKRU¶VDWWHPSWWR
set out the argument without recourse to full explanation. Ellie is the only person 
to try to reify the text in this way and for most groups the discussion reveals 
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frustration and irritation with the structure of the text and unnecessary use of 
µGLIILFXOW ZRUGV¶ 6WXGHQWV¶ WDON DERXW DFDGHPLF WH[W UHVXOWV LQ MRLQW UHLILFDWLRQV
which reinforce individual reifications of academic texts, rather than offering 
alternative perspectives.  
 
Yet dLIILFXOWWH[WVQHHGQRWEHLPSHQHWUDEOH)UDQ¶VSDUWLFLSDWLRQLQUHDGLQJ
has enabled her to see that, although the abstract was difficult on first reading, 
when she read the next paragraphs she could understand the argument more 
clearly, an experience that she tries to capture in words as a reification that reading 
may be non-linear, and reading on in a text can make it possible to understand 
what had previously made no sense. In both the small groups and in the larger 
workshop group students willingly share strategies for approaching difficult texts: 
 
Zena:  6RKRZGRZHOLNHJRDERXW« 
Sarah:  When it gets tricky? Is it like re-read it? 
Zena:  I just read it over and over again.  
Helen: Highlight words you don't understand and that, (unclear) words, 
yeah. 
[...] 
Sarah: I think that's really it. Or you can maybe like talk to it, about, like 
with your friends or whatever. 
Zena:  Yeah ask friends and discuss. 
Nicola: Yeah. 
2.10.09 a.m. Group 1 
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Despite experiencing the text as difficult and boring, Group 1 are able to 
share some reading practices including re-reading, highlighting text and talking 
with a friend. Common strategies amongst all groups were: re-reading the text; 
putting it down and doing something else for a while; talking it over with a friend; 
turning off music (or alternatively turning it on); making notes; highlighting 
difficult words; and using a dictionary to find meanings. In this way participation 
in academic reading was reified, and other workshops introduced additional 
reifications of academic reading practices including: finding, evaluating and 
selecting web based sources; ways to approach difficult texts; the need for re-
reading; making time to read academic texts; surface/deep approaches to reading; 
reading actively; and reading critically. These aspects of academic reading 
practices were explained in workshops, discussed in the whole group or in small 
groups, and referred to in independent study tasks to encourage students to 
incorporate them into their independent reading practices. For example: 
Remember to focus on making meaning and understanding what 
you read. Discussing reading with a friend can be very useful 
(ES1A module booklet 2009-2010). 
 
Yet, despite my pedagogy of academic practice that sought to make visible 
aspects of reading practice that often remain invisible, by the end of the module it 
became clear that the reifications I introduced did not appear to have influenced 
participation.   
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7.5.2 Reification not informing participation: reading  
6WXGHQWV¶ DSSURSULDWLRQ RI DFDdemic reading practices may have been 
affected by their initial perceptions of academic reading as unproblematic and their 
subsequent perceptions of academic texts as impenetrable and deliberately obtuse 
which group reifications did little to challenge. However, the pedagogical 
approach, which was different from the approach to writing, was also a 
contributory factor. 
 
Collaborative activity was a pedagogical approach in the module, however, 
whereas the workshops provided opportunities for students to write together, 
reading could be undertaken rarely in the workshops. This decision was dictated 
by a programme-level directive that students should not be asked to read in 
sessions, rather reading should always be given to students in advance so that 
those with additional needs, particularly dyslexic students, would not be 
disadvantaged. On one occasion I contravened the directive and asked students to 
read in the workshop so that they could experience attempting to read a particular 
text and then employ the strategy of reading the first sentence of each paragraph as 
a way into the text, followed by a whole group discussion24. Colleagues working 
RQ WKH PRGXOH DFFHSWHG WKLV DV D µRQH-RII¶ EXW ZHUH PDLQO\ VXSSRUWLYH RI WKH
directive and were also reluctant to spend time reading in workshops. I was 
unconvinced that I could make a strong enough argument to justify more in-class 
reading without specific evidence of its benefit. Instead, my response to the pilot 
                                                 
24
 As only small group discussions were recorded there is unfortunately no data available for this 
activity. 
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study, which highlighted the need to address academic reading, was to introduce 
and discuss reading practices in workshops. However, the discussion was almost 
always separate from the practice of reading, relating instead to reading that had 
already been, or was about to be, undertaken as independent study. 
 
Focused teaching sessions, even within the module context and with 
opportunity to talk about academic reading practices, were not sufficient to 
persuade most students to incorporate alternate (academic) reading practices into 
their own practice. This was starkly demonstrated in a session near the end of the 
semester. Following a lecture on sociocultural theory, students discussed as a 
whole group what aspects they had found difficult to understand, and as a group 
identified three questions that they had about the topic. As part of their 
independent study they were each to choose one of these questions, carry out 
independent research to try and answer the question, and come to the next session 
with their responses. This was planned to make explicit that not understanding 
everything in a lecture is normal, and that a helpful response is to try and identify 
aspects you have not understood and to read around the topic to try and gain 
understanding. In retrospect this task was perhaps too difficult, both in terms of 
their understanding of the subject matter (which meant that the questions they set 
as a group were not fully understood by them all) and in terms of their 
understanding of what research entailed. The task was outlined as:  
Read Wood (1998) pp 97-102 (Available on Blackboard25). Make 
notes on any parts you don't understand and any parts where it 
                                                 
25
 %ODFNERDUGLVWKH9/(DW6W+XJK¶V 
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helps to answer the questions your group asked in the workshop on 
6/11/09. Bring your notes to the workshop on 27/11/09 a.m.  
(Allow 2 hours)  
 
Find additional texts to answer the questions your group asked in 
the workshop on 6/11/09 p.m. Suggested texts are:  
 Smidt (2006) Chapter 3 (available as an e-book)  
 Keenan (2009) Chapter 7 pp171-178 (available on 
Blackboard) 
 You can also find many texts in the library.  
Bring the answers and the texts (or references for them) to the 
workshop on 27/11/09 a.m. Ensure that you have an answer to at 
least one of the questions. (Allow 4 hours). (ES1A module booklet 
2009-2010) 
 
However, few students consulted the recommended books, preferring to 
use internet search engines or to rely on their lecture notes, or even their own 
existing thoughts on the questions that had been set the previous week, which were 
on semiotic tools, the cultural context and legitimate peripheral participation. In 
WKH ILUVW ZRUNVKRS  µJRRG SUDFWLFH¶ ZKHQ VHDUFKLQJ WKH ZHE KDG EHHQ
reified through the provision of a checklist of things to consider when deciding 
whether or not a website was trustworthy and appropriate for HE study and, 
following an independent study task involving evaluating websites, the reification 
had been re-iterated (2.10.09). In these sessions it was acknowledged that 
:LNLSHGLD FDQ EH D XVHIXO µZD\ LQ¶ WR D WRSLF EXW WKDW LW LV XQUHOLDEOH DQG QRW
GHHPHG µDFDGHPLF¶ 1HYHUWKHOHVV many of those who used the internet for this 
task used Wikipedia or other sites with dubious credentials. Rather than 
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LGHQWLI\LQJVSHFLILFZHEVLWHVVWXGHQWVWDONRIµ*RRJOH¶DVWKHVRXUFHDVVKRZQE\
the following extract in response to the question about semiotic tools: 
 
Ellie: Anyway, what did you guys get? After chatting to you [Vicky] last 
night, I looked at Google, as you do, and I found it was some kind 
of, like « I thLQNLW¶VWRROVXVHGLQ like, a linguistic way. 
[...] 
Vicky : Yeah, because this is what I got really confused about. Because I 
thought it was like an actual physical thing that you could use and 
then when I looked at it on Google it was like linguistics.  
       27.11.08 a.m. Group A 
 
Using an internet search engine is, of course, far more accessible than a 
ERRN+RZHYHUWKHVWXGHQWV¶SUHIHUHQFHIRUZHEVLWHVRYHUDFDGHPLFWH[WVOHGWKHP
WR µVHPLRWLFV¶ ZKLFK ZDV QRW UHOHYDQW WR WKH PRGXOH UDWKHU WKDQ WR DQ
understanding of cultural tools for making meaning, and they were, 
understandably, unable to see the relevance of what they had read. However, their 
uncertainty had not led them to search for other sources, or use the recommended 
texts; they had simply been content to bring the answer they had found, even if its 
relevance was not clear. Others had not done any research, but had sought to 
DQVZHUWKHTXHVWLRQXVLQJWKHLUµLQLWLDWLYH¶7KLVH[WUDFWLVIURPWKHJURXSORRNLQJ
DWµFXOWXUDOFRQWH[W¶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Zena: ,SXWWKLQJVOLNHODQJXDJHµFRV,GLGQ¶WDFWXDOO\UHDGLW,MXVWXVHG
my initiative. 
[...] 
Querida: 1R,WKRXJKWWKDW,GLGQ¶WUHDOO\HUUHDGDQ\WKLQJ,MXVWXVHGP\
initiative. 
        27.11.08 a.m. Group B 
 
For a significant number of students, their knowledge that reading should 
be an integral part of their studies contributing to their construction of meaning 
does not appear to influence their practice, even towards the end of the semester. I 
was keen to promote the small groups, and the workshop group as a whole, as 
learning communities, and the guidance had specifically specified that they should 
make a full record of all sources so that they could share them with others, a 
practice I am seeking to encourage in the following extract:  
 
Jane:   Where did you look? 
Judith:  I used Google.  
Jane:   Oh right, and what did you find then?  
Judith:  Um, I just looked at different websites and sort of tried to 
summarise it.   
Jane:   What sort of websites did you find?  
Judith:  There was a random article on Wikipedia, I sort of « 
Jane:   Wikipedia! 
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Judith:  I looked at the references and they were like actual books, not just 
random rubbish. 
Nicola:  (laughs) 
Jane:  OK. (realising that Judith has not recorded any sources) [Georgia] 
What did you use?   
Georgia:  ,XVHGXP:HOOVDQG&OD[WRQLW¶V, like, only a tiny little bit but I 
thought like it was « 
Jane:   Yeah? 
Georgia:  ,WKRXJKW,¶GUDWKHUORRNDWDERRNWKDQMXVW*RRJOHVRWKDW¶VZKDW,
did. 
27.11.08 a.m. Group C 
 
Knowledge that, in academia, sources are hierarchical is apparent in 
Georgia¶V H[SODQDWLRQ RI ZK\ VKH FKRVH to use a recommended book, but this 
knowledge did not influence WKHRWKHUV¶SDUWLFLSDWion in researching the question 
and Judith seeks to justify her use of Wikipedia in response to my exasperated 
µ:LNLSHGLD¶HYHQWKRXJKshe knows that it is not an acceptable academic source. 
Others in this group also ignored the recommended texts: 
 
Wendy:  I used lecture notes mainly.  
Nicola:  Yeah. 
Wendy:  $QG WKHQ ZHQW WKURXJK *RRJOH WR VHH LI , KDG OLNH LI ,¶G LQ P\
head got «  
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Nicola:  I did it the other way round, I did Google and then looked back at 
lecture notes to check that it was, what I was reading was right. 
(laughs) 
Jane:  TR VHH LI \RX KDG XQGHUVWRRG ZKDW \RX¶G UHDG, in relation to the 
lecture?  
Nicola:  Yeah, yeah. 
Jane:  So, did you find any particular sites or did you end up on Wikipedia 
too? 
Nicola:  Um, yeah, I think I ended up on Wikipedia at one point, just to start 
ZLWK,FDQ¶WUHPHPEHUZKDWWKHRWKHUVLWHZDV. 
Judith:  I sort of got my idea from there and then checked.   
        27.11.08 a.m. Group C 
 
They are clearly embarrassed by my questions, since they know that they 
are not putting into practice things that we had previously talked about. They seek 
to justify their practice by claiming to have only used Wikipedia at the start and to 
have subsequenWO\ µFKHFNHG¶ ZKDW LW VDLG D SUDFWLFH WKDW KDG EHHQ GLVFXVVHG LQ
previous sessions, however they cannot say what other sites they then used and 
have not adopted the practice of recording sources. Furthermore, as with Ellie who 
GLG KHU UHVHDUFK µDIWHU WDONLQJ WR \RX ODVW QLJKW¶ WKLV JURXS DUH FOHDU WKDW
preparation was not done far in advance: 
 
Judith:  I always do mine the night before. I, like, do mine the night before 
µcos then it gets it in your head. 
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Georgia:  I know. I do mine the night before as well. 
Judith:  ,I,GLGLWOLNHZHHNVDJR,ZRXOGQ¶WKDYHDFOXHQRZ. 
Nicola:  Yeah. 
Judith:  ,¶GMXVWEHOLNHµ\HDKVRUU\JX\V¶. 
27.11.08 a.m. Group C 
 
 Despite a pedagogic approach which sought to reify aspects of academic 
reading practice through direct teaching and group discussion, most students did 
not participate in such practices during independent study. Their individual 
reifications of reading as something to be done so that they are ready for the 
workshop, rather than to extend understanding, undermines academic practices 
and encourages alternate practices. The module booklet had indicated that they 
should spend 6 hours on this task, and the importance of managing time and ways 
to manage time had been introduced and discussed in the first week (25.09.09), 
and revisited in subsequent workshops. Preparing the night before offers little time 
to access books, to reflect, or to find alternative sources if the first source you find 
is confusing. The internet is relied upon, and Wikipedia provides a shortcut, even 
though students know it is not considered academic. Yet reading the night before 
is a strategic move to avoid forgetting the facts. This is understandable, but that 
their reading the night before is their first encounter with the text, rather than a 
reminder of reading previously undertaken, suggests that students view texts as 
repositories of information to be accessed and subsequently reproduced the 
following day, rather than as contributing to their own construction of meaning 
over time. Having something to bring is the aim, even if it is not understood, or is 
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IURP:LNLSHGLDRUIURP\RXURZQµLQLWLDWLYH¶$V,ZDVQRWSUHVHQWIRUWKLVSDUWRI
WKHLUGLVFXVVLRQNQRZOHGJHRIWKHµODVW-PLQXWH¶QDWXUHRIWKHLULQGHSHQGHQWVWXG\
was not available to me at the time, yet even if I had been able to identify and 
discuss this with the students, I am convinced that they will only change their 
practice if they believe the alternative to be worthwhile, if they can see a purpose. 
 
7.5.3 Reified knowledge about academic reading ± not seeing the purpose 
Reifications of aspects of academic reading that were presented as part of 
the module were concerned with interacting with text to construct meaning. For 
H[DPSOHµILQGLQJZD\VLQWRGLIILFXOWWH[WV¶HQDEOHVWKe reader to make sense rather 
WKDQ VLPSO\ OLIWLQJ TXRWHV WKDW PD\ QRW EH XQGHUVWRRG µILQGLQJ DQG VHOHFWLQJ
VRXUFHV¶ HQDEOHV WKH UHDGHU WR FKRRVH WH[WV WKDW DUH UHOHYDQW DQG ZLOO HQKDQFH
XQGHUVWDQGLQJDQG µOHDYLQJHQRXJK WLPH WR UHDG¶JLYHV WKH UHDGHU WLPe to figure 
out what the writer was trying to communicate. Yet in contrast to writing, for 
which students could largely see the purpose for the practices that were reified, 
this did not happen in relation to reading practices, despite purposes being 
explained.  
 
µ$SSURDFKHV WR VWXG\¶ ZDV UHLILHG LQ D ZRUNVKRS LQ ZHHN  XVLQJ the 
deep/surface model (Marton & Säljö, 2005; Prosser & Trigwell, 1999; Ramsden, 
2003) and was presented to students in the context of academic reading, making 
explicit the knowledge that there are different ways to approach reading, and that 
different approaches relate to different purposes for reading. Students had 
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previously been asked to read a section from a paper that had been provided as a 
photocopy, and to:  
Annotate as you read. Write a 2-3 sentence summary of the main 
argument. Bring your annotated pages and summary to the 
workshop on 16.10.09 a.m. (ES1A module booklet 2009-2010) 
 
In the workshop, after deep and surface approaches had been presented and 
explained, students were asked to look at prepared copies of the text that had been 
annotated in two different ways, one to exemplify a surface approach and the other 
to exemplify a deep approach to reading. They were than asked to decide which 
was which and to analyse the two copies to identify what the different aspects of 
each approach looked like in practice, and then to look at their own annotations 
and decide which approach they thought they themselves had taken with the set 
reading. 
 
Students readily acquired knowledge of the different approaches: the 
definitions of surface and deep approaches provide an opportunity to talk about 
practice and enable students to relate the reification of surface/deep approaches 
directly to their own participation in practice. They are able to begin to articulate 
awareness of possible ways to interact with texts, and to identify the different 
approaches, what each might look like, and pick out relevant examples of what the 
reader has done:  
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Zena: [The reader has] asked more questions about what [the author] said, 
OLNH µZKDW LI WKH FKLOG LV QHYHU UHDG\"¶ 6RUW RI TXHVWLRQV OLNH WKDW
that. They've pushed themself. 
Nicola: Yeah because they can come back to it. 
Zena:  Yeah. 
Nicola: And look at it with the tutor or themselves.  
Zena:  Yeah they've questioned themselves. 
Nicola: $QGWKHQDWWKHERWWRPWKH\
YHSXWµZKDWGRHVWKDWPHDQ"¶OLNH« 
Zena:  Yeah. 
Nicola: So they're not just reading it they actually want to understand it. 
16.10.09 a.m. Group 1 
 
Zena positions the reader as having ownership of the reading process in 
WKDW WKH UHDGHU KDV µSXVKHG WKHPVHOI¶ DQG µTXHVWLRQHG WKHPVHOYHV¶ 7KH UHDGLQJ
process has not been the passive collection of information, rather the reflective 
engagement of a self-dirHFWHG LQGLYLGXDO1LFROD DUWLFXODWHV WKLVDV µWKH\DFWXDOO\
ZDQWWRXQGHUVWDQGLW¶KRZHYHUIRUPRVWVWXGHQWVGHVSLWHWKHLUNQRZOHGJHDERXW
approaches to reading, the purpose of reading is limited and in particular the 
purpose of taking a deep approach wKHQ UHDGLQJ LV XQFOHDU DQG *URXS ¶V
discussion is more representative of the students as a whole: 
 
Una:  I suppose if you're highlighting the important bit, it's all important. 
Querida:  Yeah. 
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Wendy:  ,
POLNHWKDWµRK\HDKWKDW
VDJRRGOLQH¶,¶OOORRN EDFNDQG,¶OOEH
OLNH« 
Ed:  The thing is, I don't get the point though. Because I still read the 
whole thing, I don't just read lines. 
Wendy:  You see, I don't. Now I've highlighted I can go back and read it, the 
highlighted sentence.  
Querida:  I do, like, but then I still, I'm, like, actually I do need to read this 
whole paragraph again. 
Ed:  Yeah, and at the time I understand it, and then I'll come back to it 
DQG,
POLNHµ,
OOUHDGWKHZKROHWKLQJDQ\ZD\¶.  
Querida:  Yeah. 
Ed:   Just so I can see why it was important. 
Querida:  It's a line. 
Ed:   Yes. 
[...] 
Querida:  Is that a technique though, highlighting and stuff, a technique is it 
to make it, is it meant to make it quicker? 
Ed:   ,WKLQNLW
V« 
Wendy:  I don't know, but I highlight all the time. 
Una:  I highlight the important bits and then when you're looking through 
LW DQG \RX
UHGRLQJDQ HVVD\ \RX
UH MXVW OLNH µRK \HDK , UHPHPEHU
WKDWELW¶. 
Wendy:  Even my own notes I highlight. 
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Una:  µOK\HDK,UHPHPEHUWKDWELW¶ZKHUHDVQRZ\RXMXVWORRNDWit and 
VD\µ\HDK¶7KDW
VZKDW,GR.  
Querida:  No, yeah, I understand. 
Wendy:  ,I,KDYHQ¶WKLJKOLJKWHG,ORRNDWWKHZKROHWKLQJJRLQJµRKZKDWWKH
KHOO"¶EXWLI,KLJKOLJKWLW,OLNHUHDGDFRXSOHRIVHQWHQFHV like the 
sentences I've highlighted and go µRK\HDK\HDK,
YHJRWLW, \HDK¶. 
16.10.09 a.m. Group 3    
 
As Group 3 discuss the purpose of annotating and highlighting text, it is 
FOHDU WKDW WKH\ VHH KLJKOLJKWLQJ DV D ZD\ WR LGHQWLI\ WKH µLPSRUWDQW¶ ELWV
Highlighting and note making are not discussed as dialogue with the text, leading 
to greater understanding of issues, but simply as a preparation for returning to the 
text when they write their essay, as if the highlighting and the annotations 
constitute a store of knowledge to be reassembled for assessment. The reification 
of approaches to learning which was presented to the students was intended to help 
them consider how they engaged with reading and whether they looked for 
meaning and sought to make connections. However, in their talk about practice, 
the specific examples of interaction with text characteristic of a deep approach are 
reified by the students as information-gathering practices, and as Marton and Säljö  
(2005) found, students see strategies designed to encourage a deep approach as an 
end in themselves rather than as valuable for enhancing understanding and 
constructing meaning.  
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Knowledge abouW ZD\V WR DSSURDFK UHDGLQJ GLG QRW DIIHFW VWXGHQWV¶
perceptions of engagement with text since their underlying purpose for reading, to 
gather information for an essay, was not challenged. A little later in the discussion 
Querida suggests that she sees as unnecessary the process of engaging with text to 
produce the annotation: 
.  
Querida:  In the library ones though, if you write it in pencil, don't do it too 
hard then it's fine, and then make sure you rub it out. But when, I 
love it when you get a book and it's all annotated for you (laughs), 
just like, µ\ou've just mDGHP\OLIHHDVLHU¶ 
16.10.09 a.m. Group 3    
 
The active engagement in the process of annotation/ note making as being 
integral to constructing meaning for oneself is clearly not recognised in the 
DVVXPSWLRQWKDWRWKHUV¶DQQRWDWLRQVPLJKWVLPSO\Ee adopted, a perspective which 
iVVWLOOHYLGHQW LQ4XHULGD¶VFRPPHQWV LQ WKHILQDOZHHN of the module, when the 
same group of students are engaged on a collaborative task writing task, drawing 
on reading set as independent study. Querida has not completed the set reading and 
proposes a way to bypass the need to read, ignoring the limited understanding that 
might result from such a strategy:  
 
Querida:  Are these your written notes, do you write these up? 
Una:   Yeah.  
Querida:  7KDW¶VSUHWW\FRRO  
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Catherine:  I do that too. 
Querida:  All these notes and stuff.  
[...] 
Catherine:  +RZFRRODUHWKHVH>8QD¶VQRWHV@" 
Querida:  Una, at some point can I steal your notes? 
Una:   No. 
Querida:  Can I come in your room and steal your notes? 
Una:   No. 
Querida:  Why? 
Una:   <RX¶YHJRW\RXVKRXOGKDYHWKHPZULWWHQGRZQ. 
Querida:  Mm. 
Catherine:  It looks really cool. 
Querida:  It looks really cool, well done. 
11.12.09 a.m. Group 3 
 
Student talk suggests that individuDOV¶LQGHSHQGHQWUHDGLQJSUDFWLFHVZHUH
not influenced by making visible, exemplifying and providing opportunity for 
students to talk about and relate deep/surface approaches to reading to their own 
practice. Una continued to annotate, highlight and make notes, and Querida did 
not. Querida still perceived reading and note taking as being to acquire 
information which could later be used in an assignment, rather than recognising 
reading as an essential process for understanding the module content, such that the 
reading itself could be rendered unnecessary if an annotated library book or 
VRPHRQHHOVH¶VQRWHVFRXOGEHDFTXLUHG.  
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The tutor has a role here in seeking to modify unhelpful reifications which 
small-group work might reinforce, but the tutor cannot know what their students 
talk about when they are not present; I was often not aware of issues until I had 
found time to listen to the recordings, and tutors do not usually have the luxury of 
recordings. Misconceptions or unhelpful reifications arising in small-group talk are 
not necessarily addressed unless the tutor is present or they are covered in whole 
group discussion. My normal practice was to engage fairly briefly with groups and 
to try to pick up issues with the whole group after they had completed small group 
tasks. Following this task, as part of the planned session, the purpose of taking a 
deep approach was re-visited in a whole-group discussion following the small-
JURXSZRUNDQGIROORZLQJWKHµ:LNLSHGLD¶GLVFXVVLRQZLWKJURXS&,ZDVDEOHWR
review with the whole group the importance of recording details of sources and 
selecting appropriately academic sources. I related the inability of most of the 
group to share their sources, because of poor recording of where they had found 
their information, to the need to develop good habits in order to reference 
accurately in essays, and this might have had some impact on subsequent 
behaviour. However the whole group discussion demonstrated that students 
DOUHDG\ µNQHZ¶ WKDW LWZDV LPSRUWDQW WRXVHDSSURSULDWHDcademic sources and to 
record their sources, they simply failed to act on that knowledge, and I am not 
convinced that revisiting in this way made any subsequent difference to their 
practice. 
 
Students participated willingly in workshop activities that required them to 
talk about their reading practices, but this was almost always limited to talk about 
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practice separate from participation in that practice, and did not appear to have an 
impact on their reading practices; it was an academic exercise that students 
engaged with, but without participation in practice, where reifications could be 
used and refined, the purpose of those reifications remained hidden. The purpose 
of academic writing practices that had been reified, such as debate, evidence and 
accurate referencing, became apparent through talk about practice as the students 
participated in that practice, but, on the whole, the students continued to see the 
purpose of reading as being the acquisition of information, and their existing 
reifications were not significantly revised in the light of new reifications presented 
in workshops. Talk about academic reading practice could not connect reification 
of practice and participation in practice, as it could do for writing. It appears that 
reification without the opportunity for participation has limited influence on 
VWXGHQWV¶SUDFWLFH 
 
Collaborative writing and the associated talk led to joint construction of 
meaning, and joint reifications and participation that could inform and be informed 
E\VWXGHQWV¶LQGividual reifications and participation (as represented in Figure 7.3 
p. 259). In contrast, without collaborative participation in academic reading, talk 
about reading was solely within the bounds of reification. If students constructed 
unhelpful joint reifications there was no participation to repair the µpotential 
misalignments LQKHUHQW LQ UHLILFDWLRQ¶ (Wenger, 1998, p. 64). The absence of 
collaborative reading practices is shown in Figure 7.4. 
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Figure 7.4: The relationship between individual and collaborative 
construction of meaning in relation to academic reading 
 
 
Two differences from the diagrammatic representation of writing are 
apparent. Firstly, all talk about practice in the collaborative sphere is solely in 
relation to reification. The iterative process whereby participation in practice 
influences reification and reification influences participation cannot occur where 
there is no participation. It can only occur in the individual sphere. Secondly, the 
absence of collaborative participation gives no opportunity for participation in 
practice in the individual and collaborative spheres each to influence the other 
directly, although joint reifications and individual reifications can still each 
influence the other. 
Reification of academic practice 
(for example, marking grids, 
tutor explanations, assignment 
feedback) 
Participation in 
practice  
Construction of 
own reifications 
Construction of 
joint reifications 
Talk about practice 
The 
individual 
sphere 
The 
collaborative 
sphere 
Student X Group X 
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Participation in academic reading practices almost always took place alone, 
in contexts where students could not discuss the reifications that they had 
encountered in workshops, could not collaborate on making meaning and could 
not seek to reify together aspects of their experience. Reification of academic 
UHDGLQJSUDFWLFH OHG WR VWXGHQWVZKR µNQHZ¶EXW IRU WKHPDMRULW\ WKLVNQRZOHGJH
did not impact on practice.  
 
7.6 Discussion 
0\ ILQGLQJV VKRZ WKDW VWXGHQWV¶ NQowledge of academic practice was 
supported by a pedagogy of academic practice; the talk about practice which such 
an approach entails creates a context in which knowledge of practice can inform 
participation and participation can lead to construction of knowledge. However, 
VWXGHQWV¶ GLIIHUHQW DSSURSULDWLRQ RI DFDGHPLF ZULWLQJ DQG UHDGLQJ SUDFWLFHV
suggests that the context of the talk is significant, although other factors such as 
existing expectations may also be relevant. 
 
Academic reading and writing are social practices, which are given 
meaning by students in different ways, meanings that are shaped by previous 
H[SHULHQFHVRIDFDGHPLFUHDGLQJDQGZULWLQJDQGE\WKHVWXGHQWV¶XQGHUVWDQGLQJV
of the context in which they are studying. For the majority of the cohort in this 
study, expectations about reading and writing were quite different. Problems were 
anticipated with writing; many students had already experienced difficulties with 
writing for their previous studies, and they also knew that the writing that would 
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be expected of them in HE would be different in some way. Problems were not 
anticipated with reading; the practice of reading was understood as a generic 
SUDFWLFHDQGDOWKRXJKWKHWH[WVZRXOGEHLQVRPHZD\µKDUGHU¶UHDGLQJZDVVHHQ
as something that they knew they could do. Furthermore, any potential problems 
with reading were recast in student talk as problems with writing. Academic 
reading is central to academic writing, and students regularly drew on their reading 
when they participated in collaborative writing tasks. However, reading is also a 
practice in its own right, central to the process of making meaning, yet students 
positioned it almost exclusively as being to provide information for essays. As the 
VHPHVWHUSURJUHVVHGVWXGHQWV¶NQRZOHGge of aspects of academic writing practice 
and their appropriation of these practices was apparent, together with a growing 
sense of the purpose of the practices. However there was no evidence that they 
recognised or adopted alternate reading practices that had been reified, or that they 
recognised their purpose.  
 
Talk about practice is always reification, a representation of the practice to 
which it refers. When talk about practice is within the context of participation in 
the practice to which it refers, the talk connects the reification of practice with 
participation in that practice. The possibility exists for both reification and 
participation to influence the other, each compensating for the limitations of the 
RWKHU , FDOO WKLV µWDONDERXWSUDFWLFHZLWKLQ WKHFRQWH[WRISDUWLFLSDWLRQ¶RU µWDON
ZLWKLQ SDUWLFLSDWLRQ¶ 7KLV LV WKH W\SH RI WDON DERXW SUDFWLFH WKDW RFFXUUHG ZKHQ
students were involved in collaborative writing activities, and which allowed them 
to see the purpose of the practices that had been reified. Talk about practice 
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separate from participation, as was most of the talk about reading, led to the 
construction of reifications that were divorced from participation. ,FDOO WKLVµWDON
DERXWSUDFWLFHZLWKLQWKHFRQWH[WRIUHLILFDWLRQ¶RUµWDONZLWKLQUHLILFDWLRQ¶6XFK
talk is more likely to result in unhelpful knowledge, since it is not modified by 
participation in the practice to which it refers, and without participation its purpose 
PD\QRWEHUHFRJQLVHG/DYH	:HQJHU¶V(1991) discussion of Yucatec midwives 
who learnt to talk in biomedical terms in contexts where such talk was required, 
but did not adjust their practice in line with their talk about practice, is an example 
of talk about practice in the context of reification, and is in accord with my 
findings that talk within reification is of limited value. Although it can help to 
make elements of practice more visible, it is separate from the social practice to 
which it refers and does not necessarily influence practice. However, Lave & 
:HQJHU¶V ODFN RI LQWHUHVW LQ µWDONLQJ DERXW¶ SUDFWLFH IDLOV WR UHFRJQLVH WKH
importance of talking about practice within the context of participation.  
 
 Talk about practice within participation supports joint construction of 
meaning. Students not only know what academic practice entails, in terms of the 
reifications they have been given, but they come to understand its purpose through 
participation in practice and the ongoing mutually constituting relationship 
between reified knowledge and participation in practice that is enabled by talk 
about practice within the context of participation in practice. Talk about practice 
withLQ SDUWLFLSDWLRQ LV DOVR D NH\ HOHPHQW RI WKH ILQDO DVSHFW RI µEHFRPLQJ D
VWXGHQW¶WKDW,H[SORUHWKHHPHUJHQWDFDGHPLFLGHQWLW\ 
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Chapter 8 
Being a Student 
8.1 Introduction: µ7HOOLQJWKHVHOI¶DVDFDGHPLF 
Pedagogical approaches that enable students to construct the self as 
µDFDGHPLF¶FDQFRQWULEXWHWRDVHQVHRIEHORQJLQJDQGHQJDJHPHQW(Hughes, 2010; 
Reay et al., 2010) and in this chapter I address my third research question; how 
does a pedagogy of academic practice facilitate the development of an academic 
identity? My interest is in how a pedagogy of academic practice enables students 
WR SRVLWLRQ WKHPVHOYHV DV µDFDGHPLF¶ and to claim a place in academic student 
FRPPXQLWLHVRISUDFWLFHDQG,UHIHUWRVWXGHQWV¶ µDFDGHPLF¶LGHQWLWLHV 
 
In the same way that gendered identities are complex, with different 
masculinities or femininities coming to the fore at different times and in different 
contexts, I see academic student identities as complex, reflecting different 
elements of the academic self at different times. There is the sense of being 
µVWXGHQW¶ VRPHRQH ZKR KDV SDVVHG WKH QHFHVVDU\ H[DPV WR DFKLHYH D SODFH DW
university, but also the sense of being at a particular institution or part of particular 
programme, subject or discipline or, within my study, of a particular workshop 
group. 
 
Much identity theory is concerned with performance, particularly in gender 
VWXGLHV ZKHUH VFKRODUV GUDZ RQ -XGLWK %XWOHU¶V (1990) notion of performativity 
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(For example,  Benwell & Stokoe, 2006; Hughes, 2010; Paechter, 2007), and this 
is a useful way to proceed within a Communities of Practice framework, 
concerned as it is with practice and how individuals participate in that practice. 
$WWHPSWV WR µSHUIRUP¶ DFDGHPLF VWXGHQW ZHUH HYLGHQW DOWKRXJK QRW GLVFXVVHG LQ
relation to identity, in Chapters 6 and 7 where I focused on what students did in 
workshops, and how what they did related to what they knew about academic 
practice. However, in this chapter I do not analyse identity through performance in 
general. Collecting data through audio recordings casts the focus onto what 
students say, and in particular throws into sharp relief a particular aspect of the 
SHUIRUPDQFHRIVWXGHQW WKDW ,FDOO µWHOOLQJ WKHVHOI¶ZKLFK LQYROYHVVWDWLQJFODLPV
DERXW µWKHNLQGRISHUVRQ ,DP¶+DOO (1996, p. 4) suggests, identities arise from 
µWKHQDUULWLYLVDWLRQRIWKHVHOI¶DQGWKHZRUNVKRSVHWWLQJSURYLdes a context for the 
construction and sharing of such narratives.  
 
In contrast to research that has found resistance to academic identities, 
particularly amongst working-class students (Archer, 2003; Archer & Leathwood 
2003; Burke, 2005; Burn & Finnigan, 2003; Christie, 2009; Ivanic, 1998; Preece, 
2006; Read et al., 2003) and also in the wider student population (Benwell & 
Stokoe, 2002),VKRZWKDWVWXGHQWVLQWKLVVWXG\ZHUHNHHQWRµWHOOWKHPVHOYHV¶DV
academic in relation to others, in relation to academic practice, and, in one 
SDUWLFXODUFDVHLQUHODWLRQWRKRZWKH\EHOLHYHGRWKHUVSRVLWLRQHGWKHPµ7HOOLQJ¶
these relationships is a first step toward claiming membership of the academic 
community. A pedagogy of academic practice requires students to think of 
themselves as participants in practice so that they are encouraged to position 
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WKHPVHOYHV LQ UHODWLRQ WR µDFDGHPLF¶ DV ZHOO DV WKH PDQ\ RWKHU VWXGHQW LGHQWLW\
positions available to them, and I conclude that talk about practice that emerges 
from a participatory pedagogy enables students to construct and tell the self as 
academic. 
 
8'LPHQVLRQVRIVWXGHQWLGHQWLW\LOOXPLQDWLQJWKHµDFDGHPLF¶ 
0DQ\ FRPSHWLQJ GLVFRXUVHV RI µVWXGHQW¶ DUH DYDLODEOH WR QHZ
undergraduates from their previous experiences of interacting with family and 
friends who are students, from media representations, and from their own 
engagement with the process of attaining a university place. They will have 
written a personal statement for the UCAS form, read prospectuses, attended open 
days and interviews, applied for funding and organised accommodation, quite 
apart from gaining the necessary qualifications, and they have been allowed into 
WKHµFOXE¶6RFLDOQHWZRUNLQJVLWHVQRZHQDEOHVWXGHQWVWRPDNe contact with those 
with whom they will be studying and living even before term has started, with 
students in this cohort posting on Facebook26 to find others on their course or in 
WKHLUKDOORIUHVLGHQFHGXULQJWKHVXPPHUEHIRUHWKH\VWDUWHGDW6W+XJK¶V. HEIs 
and Student Unions are proactive in contacting new undergraduates and provide 
copious amounts of information about the student community of which they will 
be a part.  
 
                                                 
26
 A social networking website. 
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For the new student, meeting new people with different life experiences 
and diffHUHQW YLHZV LW VRRQ EHFRPHV DSSDUHQW WKDW µVWXGHQW¶ FDQ HQFRPSDVV D
range of ways of being and doing, and recent research demonstrates the 
LPSRUWDQFHRIµILWWLQJLQ¶DQGIHHOLQJDVHQVHRIEHORQJLQJIRUVXFFHVVIXOWUDQVLWLRQ
into HE (Case, 2008; Gourlay, 2009; Harvey et al., 2006; Mann, 2008; O'Donnell 
& Tobbell, 2007; Palmer et al. 2009; Reay et al. 2010). The literature often focuses 
RQVWXGHQWV¶FODVVHGUDFHGDQGJHQGHUHGLGHQWLW\SRVLWLRQVZLWKWKHFKRLFHVDEout 
institutions made by non-traditional students from widening participation 
backgrounds being mediated by a desire to attend an institution where they will 
ILQGµSHRSOHOLNHPH¶(Archer and Leathwood, 2003; Reay et al. 2010; Reay et al. 
2001; Voigt, 2007).  
 
The discussion about belonging and student identity often becomes 
enmeshed with classed identity. Research demonstrates that non-traditional 
students often lack the sense of entitlement to HE that many middle-class students 
enjoy and there is a significant body of literature exploring the tension and conflict 
EHWZHHQ VWXGHQWV¶ZRUNLQJ-class identities and the middle class discourse of HE 
(Archer, 2007; Archer and Hutchings 2000; Archer and Leathwood 2003; Burke, 
2005; Burn & Finnigan, 2003; Christie, 2009; Christie et al. 2008; Crozier et al. 
2008; Hughes, 2010; O'Donnell & Tobbell, 2007; Reay et al. 2010). It is claimed 
that the language of the academy is white, middle class, able-bodied and male, 
positioning working-FODVVVWXGHQWVDVµRWKHU¶(Burn & Finnigan, 2003; Leathwood 
& O'Connell, 2003; Read et al. 2003), and Bowl (2001, p. 158) asks if non-
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traditionDOVWXGHQWVLQ+(µPHUHO\DGRSWFRSLQJVWUDWHJLHVZKLFKLQYROYHGHQ\LQJ
RUVXEPHUJLQJWKHLUCUHDOOLIH¶LGHQWLWLHVDVEODFNZRUNLQJ-FODVVPDWXUH"¶ 
 
Working-class students are thus presented as having either to reject their 
working-class identity in orGHUWREHORQJRUUHVLVWWKHµHQIRUFHGDQGPLGGOHFODVV
narrative' of HE (Christie, 2009, p. 127) and remain an outsider. Lehmann (2009, 
p. 147) describes this as: 
[T]he betrayal that is often a part of social mobility. Parents wish 
for nothing more than their children to move beyond their station 
in life; but this means that the most successful children in this 
respect will have to turn their back on their parents and their 
lifestyle. Those who are not successful and remain in the working-
class squander the initial investment and betray the sacrifice their 
parents made.  
 
As discussed in Chapter 6, students are members of multiple communities 
of practice which intersect and overlap. Each student occupies a unique position at 
the nexus of different student and non-student communities of practice; for 
example living in a particular hall of residence, a member of the netball club who 
likes to go out drinking and who studies Sport alongside Education. Where there is 
overlap, the practices of different communities may be similar, for example the 
QHWEDOO FRPPXQLW\ RI SUDFWLFH DQG 6SRUW VWXGHQWV¶ FRPPXQLW\ RI SUDFWLFH PD\
have shared practices, however where there is an intersection practices might be 
difficult to reconcile. A student I worked with some years ago was a member of a 
strict Christian community and found it hard to reconcile practices of 
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unquestioning obedience and prioritising time for family and church with the 
DFDGHPLFFRPPXQLW\¶VYDORULVDWLRQRIDQDO\VLVDQGFULWLFLVPDQGH[SHFWDWLRQVWR
prioritise time for study. The real tensions inherent in the membership of different 
communities of practice must not be underestimated. Students need to reconcile 
the different expectations of their membership of different communities of practice 
DQGDOOVWXGHQWVPD\H[SHULHQFHVRPHGHJUHHRIµRWKHUQHVV¶DVWKH\µinteract over 
time with these constantly enacted [social and academic] practices¶(Mann, 2008, 
p. 81). Yet, although all students may find their identities are challenged by their 
education, it is non-traditional students about whom most has been written and, it 
is argued, their position at the intersection of working-class and academic 
communities of practice is a source of a sense of dislocation. Furthermore, there is 
an implication in the literature that this is necessarily so. However, students may 
be more adept at managing different aspects of identity than some research 
suggests.  
 
Different aspects of identity are not necessarily directly related in 
predictable ways; working-class students can create hybrid identities, in which 
working-class and academic identities co-exist, and a changing learner identity 
need not imply a changing class identity (Brine & Waller, 2004; Crozier & Reay, 
2008) 7ZR UHFHQW SDSHUV GHPRQVWUDWH WKDW µILWWLQJ LQ¶ QHHG QRW EH UHODWHG WR
VWXGHQWV¶ FODVVHG UDFHG or gendered identities; it can be established through 
academic identity positions that match those of their peers. Reay et al. (2010, p. 
119) GUDZRQWKHQRWLRQRIOHDUQHULGHQWLW\ZKLFKWKH\GHILQHDVµZKDW>VWXGHQWV@
want out of their learning and how they want to get it¶DQG+XJKHV(2010, p. 48) 
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H[SORUHV µNQRZOHGJH-UHODWHG LGHQWLW\¶ GHILQHG DV µKRZ OHDUQHUV « identify with 
knowledge in thHWHDFKLQJDQGOHDUQLQJHQYLURQPHQWVWKH\HQFRXQWHU¶. Both claim 
WKHDFDGHPLFGLPHQVLRQRILGHQWLW\WREHWKHFUXFLDOHOHPHQWLQVWXGHQWV¶VHQVHRI
belonging and engagement.  
 
The justifiable concern shown in literature to understand student identities 
as classed, raced and gendered often leads to WKH µDFDGHPLF VWXGHQW
 being seen 
through a classed, raced or gendered lens. I am seeking to put the academic student 
into the spotlight, providing a perspective that does not discount classed, raced or 
gendered identities, rather that VHHNVWRORRNWKURXJKDQµDFDGHPLF¶OHQV7KHIRFXV
is on the student as learner, knower and participant and in my exploration of 
VWXGHQWV¶ LGHQWLWLHV ,XVH WKHDFDGHPLF OHQV WR IRUHJURXQG WKHDFDGHPLFDVSHFWRI
identity as revealed E\WKHVWXGHQWV¶WDONDERXWDFDGHPLFSUDFWLFH 
 
It is acceptance on to a degree course that gives an individual the right to 
EHFDOOHGµVWXGHQW¶SODFLQJWKHZD\WKDWLQGLYLGXDOVSRVLWLRQWKHVHOILQUHODWLRQWR
their studies at the centre of any attempt to understand student identity: how they 
HVWDEOLVKWKDWWKH\µEHORQJ¶WKDWWKH\KDYHDULJKWWREHFDOOHGµVWXGHQW¶DQGWKDW
they are legitimate members of the academic community of practice. Naming 
oneself as a member of a community indicates an intention to signal belonging 
(Paechter, 2007) and, although Christie (2009) notes that there are emotional risks 
for non-traditional students in naming oneself as student, telling the self as 
µDFDGHPLF VWXGHQW¶ZLWKLQZRUNVKRSVZDVRQHZD\ WKDW LQGLYLGXDOV LQ WKLV VWXG\
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asserted their right to be a member of the academic student community of practice 
as they sought to construct the self in the midst of change. 
 
Postmodern identity theorists conceptualise identity as incorporating many 
possible identities, as fractured, constantly in flux and constantly being 
constructed. Individuals in a new setting, such as new undergraduates, may find a 
high level of uncertainty about the self difficult to manage, and may seek 
reassurance that they are who they think they are: 
On the one hand, theorists of modern identity emphasise concepts 
VXFK DV µIOXLGLW\¶ µPLJUDWLRQ¶ µGLDVSRUD¶ µFURVVLQJ¶ and 
'decentring'. On the other hand, much attention is paid to 
individuals' strategies for shoring up an authentic sense of self in 
an uncertain world. (Benwell & Stokoe, 2006, pp. 21-22) 
 
And the world of academia is an uncertain world, particularly for first year 
students, many of whom have little understanding of academic practices (Byrne & 
Flood, 2005; Christie, 2009; Christie et al., 2008; Crozier et al., 2008; Haggis, 
2006; Haggis & Pouget, 2002; Lillis 2001; Lillis and Turner 2001; Mann, 2008; 
McAlpine, 2004). In the uncertain world of the HEI, students can seek to shore up 
WKHµDXWKHQWLFVHQVHRIVHOI¶WKURXJKWKHLUWHOOLQJVRIWKHVHOIVRWKDWWKHLUULJKWWR
EH FDOOHG µVWXGHQW¶ LV HVWDEOLVKHG DQG WKHLU DFDGHPLF LGHQWLW\ FODLPHG 7KURXJK
these tellings individuals can adopt or resist competing discourses of student and 
cDQ FRQVWUXFW FRKHUHQW LGHQWLWLHV WKURXJK WKH WHOOLQJ RI µHGLWHG¶ descriptions and 
evaluations of themselves and others¶ (Benwell & Stokoe, 2006, p. 42) to tell the 
self in a particular way.  
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8.3 Claiming a place in the academic community of practice: Telling the self 
DVµRWKHU¶WRQRQ-students 
,GHQWLWLHVDUHDOZD\VFRQVWUXFWHGLQUHODWLRQWRWKHµRWKHU¶ 
Identities can function as points of identification and attachment 
only because of their capacity to exclude, to leave out, to render 
µRXWVLGH¶DEMHFWHG(Hall, 1996, p. 5) 
 
Such identity work is widely recognised in gender studies, where as individuals 
construct gender identities they demonstrate their masculinities or femininities in 
relation to what they are not, since gender identities are not only relational but 
often oppositional. Individuals perform male (or female) partly by rejecting 
behaviours associated with the other (For example,  Connolly, 2003; Reay 2001). 
Furthermore, the other is often denigrated, using dominant discourses to present 
RQH¶VRZQJHQGHUDVSUHIHUDEOHLQDSURFHVVRIµRWKHULQJ¶(Paechter, 1998).  
 
Students seeking to establish an academic student identity engage in 
similar practices. Comparison to non-students identifies difference between the 
practices of students and of non-students and demonstrates that one is a bona fide 
student. I now examine how the students in this study construct their academic 
LGHQWLWLHV LQ UHODWLRQ WR WKH µRWKHU¶ WR IDPLO\ DQG SHHUV ZKR KDYH QRW JRQH WR
university, and also to the pre-university self. 
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8.3.1 Telling the self as different from the pre-university self 
Beginning a degree course is a significant marker of change, and the sense 
of having moved on was articulated by students in the first workshop of the 
module (25.09.09). They had been asked to discuss how they expected university-
level study to be different from study they had done before (in order to begin to 
explore with them the nature of academic practice). However the students did not 
WDON MXVW DERXW µVWXG\¶ WKH\ XVHG WKH DFWLYLW\ DOVR WR WDON Dbout themselves. The 
context provided an opportunity for telling the self which revealed a sense of 
expectation that things would be different, because their study now was the result 
of choices they had made: choices to continue to study, and about what to study. 
All students in the workshops were taking Education Studies together with another 
subject and almost all were intending to become teachers. They therefore had a 
subject identity, but also a vocational identity as aspiring teachers. Several 
examples show the prevalence of the discourse of choice, which positions them as 
willing students, who are expecting to be more engaged, in contrast to the (largely) 
disinterested students they had previously been:  
 
Ed: Even though at A-levels we still did subjects which we were kind of 
interested in, but this is like the ultimate subject that we are 
interested in. So I think it is gonna be more, ,¶PJRLQJWRHQMR\LWD
lot more.   
       25.09.09 a.m. Group 3 
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Vicky:  And, sort of, start thinking for myself and start taking responsibility 
DQGVD\ µULJKW WRJHWP\GHJUHH ,QHHG WRGR WKLV¶ >DQG@ VLWGRZQ
and do it. 
Nicola:  $QG , WKLQN LI WKHUH¶V VRPHWKLQJ WKDW \RX¶UHSDVVLRQDWH DERXW DQG
you really want « 
Vicky:  Yeah. 
Nicola:  I think you can motivate yourself, EXW LI\RX¶UHQRWUHDOO\ «/ike 
with school as well, you have to do certain subjects, whereas here 
,¶YHFKRVHQWRGRWKLVFRXUVHDQGLW¶VVRPHWKLQJWKDW,UHDOO\ZDQWWR
do, VR,ILQGLWHDVLHUWRPRWLYDWHP\VHOIEHFDXVH,¶YHFKRVHQLWDQG
I want it. WhereDVDWVFKRROZKHQ\RX¶UHIRUFHGWRGROLNH0DWKVRU
WKDW DQG \RX GRQ¶W UHDOO\ ZDQW WR, WKHQ LW¶V GLIILFXOW WR PRWLYDWH
yourself to do it. 
25.09.09 a.m. Group 5 
 
Bryony:  I think it would be because, um, ,WKLQN\RX¶UHPRUH willing to learn 
WKLQJVDQG« 
?:   <HDKLW¶VDFKRLFHWREHKHUHLVQ¶WLW" 
Bryony:  <HDKLW¶VDFKRLFH. 
Olivia:  <RXGRQ¶WDFWXDOO\KDYHWREHKHUH. 
[...] 
Meg:     Like now I want to learn it. 
Bryony:  0PP\RXNQRZLW¶VJRLQJWREHKHOSIXOLQWKHIXWXUHDVZHOO 
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Olivia:  Yeah I think when, when you get to HE you've gone through all the 
processes of like picking your university and that sorting through 
loads of shit, oh sorry, rubbish and um, (laughs) um, getting student 
ILQDQFHVRUWHGRXW\RX¶UHPRUH, well, you wanna learn more. 
Meg:   <HV \RX¶YH JRQH WKURXJK DOO WKH KDVVOH WR JHW KHUH \RX PLJKW DV
well. 
Olivia:  Pretty much. (laughs)   
        25.09.09 a.m. Group 6 
 
 $OWKRXJK(GUHIHUVWRWKHµXOWLPDWHVXEMHFW¶ZKLFKLVSUREDEO\WKHVXEMHFW
being taken alongside Education Studies, other students are less clear that they are 
LGHQWLI\LQJ ZLWK D VXEMHFW UHIHUULQJ WR µJHWWLQJ D GHJUHH¶ µWKLV FRXUVH¶ DQG
generally wanting to learn. I address disciplinary/subject identities later in this 
chapter, however my purpose here is to focus on the VWXGHQWV¶ VHQVH RI EHLQJ
GLIIHUHQWIURPEHIRUHQRZWKDWWKH\DUHµVWXGHQWV¶ 
 
Not only do these students expect to find it easier to motivate themselves 
than previously, but there is also a sense that they see having made the choice to 
study as demonstrating a degree of personal investment in their education that is 
connected to an academic identity not necessarily present in their previous 
educational experiences. Nicola makes a particularly strong distinction between 
EHLQJ µSDVVLRQDWH¶ DERXW KHU QHZ FRXUVH DQG EHLQJ µIRUFHG¶ WR VWXG\ FHUWDLQ
subjects at school. The good intentions and high expectations as they begin their 
first term are almost palpable in their talk, and it is clear that these students feel 
  305 
that they are embarking on something worthwhile and valuable. Many scholars 
have discussed problems associated with transition to HE (Bowl, 2001; Byrne & 
Flood, 2005; Christie et al., 2008; Gourlay, 2009) and the sense of dislocation and 
uncertainty that students experience. Anxiety and discomfort are an integral part of 
the struggle to know (Barnett, 1997; 2000; 2007; Ecclestone & Hayes, 2009) and 
some students will need additional support to cope with this, but the justified 
concern of scholars to uncover and understand what students find difficult in the 
transition process has obscured in the literature the excitement, the positive 
DWWLWXGHVDQGWKHHPEUDFLQJRIWKHµQHZ¶LGHQWLW\WKDWWKHVHVWXGHQWVGLVSOD\DWWKH
very beginning of their course.  
 
Through their talk about academic practice, and how they expect it to be 
different, students present a self that can be distinguished from the pre-university 
self. Despite apparently having found it hard to sustain interest and motivation in 
the past, these students voice a hope that things will be better and an intention to 
HQJDJHZLWKQHZRSSRUWXQLWLHVIRUVWXG\%\LQYHVWLQJLQWKHGLVFRXUVHRIµFKRLFH¶
of university and of a field of study, the academic self that they tell is more 
interested and motivated than the school-student of the past, and this is not only in 
relation to their previous selves, but also in relation to non-student groups: their 
peers who had not made that choice to go to university and their parents. There 
was limited talk about non-students, but that which did occur was used to tell non-
VWXGHQWV DV µRWKHU¶ WR WKH DFDGHPLF LGHQWLW\ WKDW WKH\ZHUH FODLPLQJ IRU WKH VHOI
and also to acknowledge the importance of those non-academic relationships with 
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friends and family. There is no sense of dislocation or rejection resulting from 
their choice to undertake university-level study. 
 
8.3.2 Telling the self as different from peers 
The dominance of the discourse of choice suggests that, although many 
students jusW µGULIW¶ LQWR +( (Mann, 2001), for many in this cohort a positive 
choice has been made, and for some the choice marks them out from the majority 
of their peers, as demonstrated by Catherine whose school provided an incentive to 
continue into HE:  
 
Catherine: $QGLQOLNHP\\HDUDWVFKRROLIWKH\¶YHJRQHWRXQLWKH\¶YHJRW
7KH\¶YHJRWDFKHTXH  
11.12.09 a.m. Group 3  
 
Of the workshop group, 25% are from low participation neighbourhoods in 
comparison to 10.3% of students in the UK as a whole total (HESA, 2011), and 
some appear to have low opinions of those with whom they had attended school/ 
college: 
 
Wendy:  I hated my [college] class µFRVLWZDVDOOER\VZKRGLGQ¶WFDUH, they 
was only there for the 30 quid a week so «KHUHHYHU\RQH¶s here 
because they want to qualify, like. ,WKLQNWKDW¶VVOLJKWO\ZHDQHGRXW
the people who don't want to be there at college, 6th form. But you 
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WKLQN RI WKH SHRSOH ZKR ZHUH WKHUH EHFDXVH LW¶V VRPHWKLQJ WR GR
yeah? 
Pippa:   0\IULHQG¶VOLNHWKDW, VKH¶VJone back to third year because she has 
QR LGHD ZKDW VKH ZDQWV WR GR 6KH¶G UDWKHU VLW DQG JHW  TXLG D
week from EMA27 than go out and get a job. 
25.09.09 a.m. Group 3  
 
As noted previously there is a concern for the working-class student for 
ZKRP µZRUNLQJ-FODVV¶ LGHQWLW\ DQG µVWXGHQW¶ LGHQWLW\ DUH VHHQ DV LQFRPSDWLEOH
+RZHYHUIRUWKHVWXGHQWZKRKDVDOZD\VZDQWHGWREHµDFDGHPLF¶\HWKDVEHHQLQ
contexts where performance of academic was marginalised, the possibility for the 
construction of the self as academic is welcome. Different identities can co-exist 
and Wendy, who is anxious to claim an academic identity by distancing herself 
from her uninterested peers at 6th IRUPFROOHJHLVVWLOOµRQHRIWKHODGV¶ZKHQVKH
goes home:  
 
Wendy:  I was gonna say, the lads I hang around with, I've got the highest 
GCSEs EXW WKH\¶UH VR PXFK TXLFNHU WKDQ PH SOD\LQJ GDUWV
anything, they can do all the counting down >IRUVFRULQJ@DQGLW¶VVR
ZHLUGWKDW,¶POLNH« 
Jane:   It shows you the importance of context because if you gave them 
WKRVHFDOFXODWLRQVDVDZULWWHQVXP\RX¶GSUREDEO\GRLWIDVWHU. 
                                                 
27
 Educational Maintenance Allowance: a means tested benefit (maximum £30 per week) payable 
to students aged 16-19 in non-compulsory post-16 education. Discontinued in 2011. 
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Wendy:  Yeah. 
Jane:   You should try. 
Wendy:  ,¶POLNHµlads, sit down¶ (laughs) 
Daisy:   Pub quiz. 
Wendy:  TKH\¶GWHOOPHZKHUHWRJR,¶PWHOOLQJ\RXODXJKV 
        6.11.09 p.m. Group 3 
 As she talks about academic practice, Wendy tells herself in contrast to her 
IULHQGVZKRPVKHSUHVHQWVDVµRWKHU¶WRKHUDFDGHPLFVHOILQKHUDVVHUWLRQWKDWLI
VKHZHUHWRWU\WRLQYROYHWKHPLQZULWWHQFDOFXODWLRQVµWKH\¶GWHOOPHZKHUHWRJR¶
However, she maintains her identity as part of their social grouping. Membership 
RI WKH DFDGHPLF FRPPXQLW\ RI SUDFWLFH GRHV QRW FRQIOLFW ZLWK :HQG\¶V
membership of other communities of practice but, although they co-exist, there is a 
recognition thDWµWKHODGV¶ZRXOGQRWZHOFRPHDFDGHPLFEHKDYLRXULQWKHFRQWH[W
of playing darts in the pub, and equally, the language and behaviour that are 
acceptable in the pub are probably not appropriate for the university classroom. 
The hybrid identities which students construct need not be sites of conflict, Wendy 
simultaneously manages the two. Her emerging academic identity and her pub-
going, dart-playing identity do not exclude each other, and in their intersection 
Wendy can find a space to be a member of both the academic student community 
and a particular non-academic social community. Other students too comment on 
the importance of their friends who have not gone to university: 
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Ed: ,
YHVWLOOJRWIULHQGVZKRZRUNIXOOWLPHDQGWKH\¶UHDOODSSUHQWLFHV/LNH, 
,FRXOGQ¶WEHWRRIDUDZD\IURPWKHPOLNHEHLQJRUKRXUVOLNH,ZDV
JRLQJWRJRWR«1HZFDVWOHZDVP\ILUVWFKRLFHRULJLQDOO\EXWWKHQLWZDV
just too far. 
        27.11.09 a.m. Group A 
 
,QFRPPRQZLWKWKHVWXGHQWVLQ5HD\HWDO¶V(2010) study, these students 
successfully maintain relationships with old friends whilst pursuing academic 
goals. If they are experiencing conflict in this juggling of identity positions, they 
do not share this with the group. Perhaps their choice of institution mitigates any 
sense of dislocation, since many of the students in the cohort are from non-
traditional backgrounds so that individuals are able to establish that they are in the 
FRPSDQ\RIµSHRSOHOLNHPH¶(Archer and Leathwood, 2003, p. 176); the academic 
student community of practice which they are joining is clearly not synonymous 
ZLWK µPLGGOH FODVV¶ DQG VR SUHVHQWV QR RYHUW FRQIOLFW ZLWK RWKHU FODVV-based 
FRPPXQLWLHV RI SUDFWLFH LQFOXGLQJ IDPLOLHV 7KH VWXGHQWV¶ QDUUDWLYHV DERXW WKHLU
non-academic parents (siblings are rarely mentioned) are similar to those they tell 
DERXWWKHLUIULHQGV7KH\WHOOWKHLUSDUHQWVDVµRWKHU¶EXWZLWKRXWDQ\LQGLFDWLRQRI
conflict. Quite the reverse: their parents are supportive, but uncertain of how to 
help. 
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8.3.3 Telling the self as different from parents 
In this extract from the second week of the module (2.10.09), the students 
are discussing, as part of a session on academic reading, what strategies they use 
when they find academic reading difficult. Talk about academic practice provides 
a context where the students in Group 3 can once again contrast their own 
participation in practice with that of non-students: 
 
Wendy:  You see my parents now, I'm at the point I've had more education 
than either of them. 
Daisy:   I have. 
Pippa:   Yeah I have as well.  
Wendy:  So it's like, they can't help me.  
Daisy:   Yeah, I've had more education than my mum, but my mum will do 
anything for me in that sense. If she thinks she can help she will try, 
even if she doesn't understand herself, because like two heads are 
better than one, isn't it, in that sense? And if not, we ring up Dad. 
My dad just sort of gets a little bit impatient with me if I'm not 
picking it up enough, you know, sometimes you just miss don't 
you? You just don't pick it up.  
Querida:  Yeah. 
Daisy:   And he will get impatient as to why, if he can understand it why 
can't I?  
Querida:  Yeah. 
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Daisy:   6RLW
VDELW« 
Pippa:   ,¶P DOZD\V OLNH µ0XP , FDQ
W GR LW¶ VKH
V OLNH µ1HLWKHU FDQ , ,
FDQ
WGRDQ\RILW¶ 
Wendy:  Yeah my parents are like, they're smart but they just never had the 
RSSRUWXQLWLHVVRLW
VOLNH« 
Pippa:   My mum will read it and she'll try and help. 
Wendy:  Yeah, same. 
Pippa:   %XW LW
V VRPHWLPHV VKHGRHVQ¶WXQGHUVWDQGZKDW LW
V DERXW DQG LW
V
OLNHµ1R,GRQ
WHLWKHU¶ 
Wendy:  Yeah. 
2.10.09 a.m. Group 3 
 
Again, there is a sense of telling the self as somehow having moved on, 
WKLV WLPH QRW DZD\ IURP WKH SUHYLRXV VHOI EXW IURP WKH OLPLWDWLRQV RI SDUHQWV¶
educational achievements. Despite their lack of HE, parents try to help, so that, 
although the students are taking their places in the new academic student 
community of practice, parents are fulfilling a supportive and nurturing role in the 
family community of practice. Telling the self as different from parents underlines 
WKHVHVWXGHQWV¶VHQVHRIILQGLQJDQHZSODFe for themselves, yet in no way suggests 
FRQIOLFWEHWZHHQVWXGHQWV¶IDPLO\LGHQWLW\SRVLWLRQVDQGWKHLUDFDGHPLFLGHQWLWLHV
The two co-exist in the intersection of different communities of practice. This is 
the same pattern that emerged in relation to friends; membership of the academic 
community of practice means that they are members of something that their 
parents are not, but it does not negate their legitimate membership of the family 
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community of practice which, at least in these early stages of their study, continues 
in the same way as before. However, identity positions are not only claimed 
WKURXJK WHOOLQJ WKH VHOI DV µGLIIHUHQW¶ 7HOOLQJ WKH VHOI DOVR DOORZV WKH JURXS WR
HVWDEOLVK µVDPHQHVV¶ WKURXJK LGHQWLI\LQJ ZLWK HDFK RWKHU +DOO (1996, p. 2) 
suggests that: 
[I]dentification is constructed on the back of a recognition of some 
common origin or shared characteristics with another person or 
group, or ideal, and with the natural closure of solidarity and 
allegiance established on this foundation. 
 
When Wendy notes that her level of education has already exceeded that of 
her parents, Daisy and Pippa readily claim sameness and this continues throughout 
the extract where they interweave the telling of similar stories of parents who are 
willing but not always abOH WRKHOS(VWDEOLVKLQJµVDPHQHVV¶RFFXUVIUHTXHQWO\ LQ
WKHVWXGHQWV¶VWRULHVDQGLVSDUWRIWKHRQJRLQJSURMHFWWRILQGDplace for the self 
within the academic student community of practice. Although communities of 
practice are defined by their practices, those practices do not exist in isolation but 
DVSDUWRIV\VWHPVRIUHODWLRQVWKDWµDULVHRXWRIDQGDUHUHSURGXFHGDQGGHYHORSHG
within social communities, which are in part systems of relations among persons. 
The person is defined by as well as definHVWKHVHUHODWLRQV¶(Lave & Wenger, 1991, 
p. 53).  
 
 Membership of the academic student community rests in part on 
constructing appropriate relationships with other members of the community, who 
accept your performance of student, and establishing sameness is a way of 
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UHFRJQLVLQJ FRPPRQDOLW\ DQG FRQILUPLQJ RQH¶V ULJKW WR EHORQJ Indeed, Lave & 
Wenger (1991, p. 115) claim that tKH GHYHORSPHQW RI LGHQWLW\ LV µcentral to the 
careers of newcomers in communities of practice « learning and a sense of 
LGHQWLW\ DUH LQVHSDUDEOH 7KH\ DUH DVSHFWV RI WKH VDPH SKHQRPHQRQ¶ However, 
although the students seek to establish sameness through their contrast with non-
students and their shared participation in Education Studies, there are also 
distinctions between them in the subjects that they are studying alongside 
Education, and their subjects also contribute to their academic identities.  
 
8.4 Finding a space in the intersection of different communities of practice: 
Telling the self in relation to other students  
Students on the Education and Subject Studies degree programme were 
positioned in relation to other programmes within the institution, and also in 
relation to the different subjects within the programme. Multiple opportunities for 
µEHORQJLQJ¶ ZHUH DSSDUHQW HYHQ ZLWKLQ WKH OLPLWHG VFRSH RI VXEMHFWV VWXGLHG
DORQJVLGH (GXFDWLRQ 6WXGHQWV ZHUH QRW MXVW FODLPLQJ WR EH µVWXGHQW¶ WKH\ ZHUH
telling the self as a student at a particular institution and of a particular course, and 
within that DV D µ*HRJUDSK\ VWXGHQW¶ RU D µ'UDPD VWXGHQW¶ RU DV DQ DVSLULQJ
teacher. They had little understanding of Education Studies as a subject in its own 
right, other than as the component of the course that would be preparing them for 
their future career, nevertheless an identity as Education and Subject student could 
be established by telling the self as distinct from the other main undergraduate 
programme at the institution, a 3-year Primary Education course.   
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87HOOLQJWKHVHOIDVµ(GXFDWLRQDQG6XEMHFW¶6WXGHQW 
As part of a discussion about how they thought study in HE would be 
different from that undertaken previously, Group 6 compare the requirements of 
their course with the Primary Education course. They tell themselves as Education 
and Subject studeQWWKURXJKFODLPLQJµRWKHUQHVV¶DQGµVDPHQHVV¶LQWKHVDPHZD\
WKDWVWXGHQWVKDGGRQHWRWHOOWKHVHOYHVDVµVWXGHQW¶LQFRQWUDVWWRQRQ-student:  
 
Olivia: :H¶UH TXLWH OXFN\ , WKLQN µFRV WKH 3ULPDU\ (GV28 have just been 
dropped in at the deep end, like literally, so much stuff to do. 
Catherine:  ,ZDVJRLQJWRGRWKDWFRXUVH,¶PJODG,GLGQ¶W 
Meg:  Mm. 
Olivia: 1R WKH\¶YH JRW VRPXFK WRGRQRZ WKH\¶UH DOO VZDPSHG DOUHDG\
7KH\¶YHDOUHDG\EHHQJLYHQOLNHRUHVVD\V 
Bryony:  Really? 
Olivia:             Like for the rest of the term. Mental.  
Meg: 7KHWKLQJLVZH¶UHJRLQJWRJHWWRWKHVDPHSODFHWKDWWKH\DUHZLWK
more options and more time.  
Catherine:  $QGLI\RXGHFLGH\RXGRQ¶WZDQWWREHD3ULPDU\VFKRROWHDFKHUDW
the end you've got a degree. 
Meg: <HVEHFDXVH WKHLUGHJUHH LVQ¶W DFWXDOO\DGHJUHH LW¶V MXVW3ULPDU\
Ed29 so (unclear). 
Catherine:  6RLIWKH\KDWHWHDFKLQJWKH\¶YHJRWQRWKLQJWRIDOOEDFNRQ 
                                                 
28
 Students on the Primary Education programme  
29
 Meg has misunderstood the nature of the professional qualification attached to the Primary 
Education course which is a degree (BA with QTS). 
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Meg:  7KH\¶YHZDVWHGWKUHH\HDUV 
Catherine:  :KHUHDVZH¶UHDOOJRQQDKDYHOLNHDGHJUHH. 
Meg: 1RWWKDWLW¶VDEDGFRXUVHLW¶VDJRRGFRXUVH<RXKDYHWRNQRZ\RX
want to do it [become a teacher]. 
Catherine;  Yeah. 
Olivia;  I'm not sure yet, I don't know what I want.  
25.09.09 a.m. Group 6 
 
When Olivia introduces the Primary Education course as overly 
demanding, she appears to be adopting a non-academic identity, and implies that 
the Education Studies course is preferable because it will make fewer demands on 
KHU+RZHYHUWKHRWKHUVPDQDJHWRµRWKHU¶WKH3ULPDU\(GXFDWLRQFRXUVHZLWKRXW
adopting her non-academic stance, allowing sameness to be established in their 
preference for the course they are on, whilst justifying their preference with 
UHIHUHQFH WR WKH GLVFRXUVH RI µNHHSLQJ RSWLRQV RSHQ¶ SRUWUD\HG LQ (GXFDWLRQ
Studies promotional material. Meg and Catherine present having time to make 
informed decisions about future careers, and the greater flexibility of the (non-
professional) Education and Subject Studies course as preferable to the Primary 
Education course which leads to a professional qualification and consequently 
fewer exit routes.                               
 
The story these students tell is a shared story which they have all heard in 
talks at open days, at interview, in departmental promotional material, and during 
their induction. However, in taking on the telling of it themselves, it is no longer 
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just a story about a university programme, it is about themselves and the place that 
they inhabit as members of the course. Although Meg feels obliged to point out 
that the other coursH LV µD JRRG FRXUVH¶ WKH\ DJUHH WKDW LW LV QRW WKH FRXUVH WKH\
want to be on. Such othering allows a broad sameness to be established with others 
LQ WKH JURXS ZH DUH DOO µQRW WKDW¶ DQG FULWLFLVP RI WKH RWKHU FRXUVH VHUYHV WR
confirm the rightness of their choice and to reassure that the space they are finding 
for the self is a space that others want to inhabit too, even if for Olivia the main 
reason for distancing herself from the other course is the workload, portraying a 
distinctly non-academic identity.   
  
8.4.2 Telling the self as Subject Student 
As individuals sought to find a space for the self in the overlap and 
intersection of different communities of practice, the subjects took on an 
importance in their telling of the self. Students frequently referred to their other 
subjects of study, to say they enjoyed them, to complain about an aspect of the 
subject to a sympathetic audience, to compare expectations, contact time and 
assessment requirements or to use as examples when discussing Education topics 
(since their familiarity with a particular subject enabled them to find relevant 
examples). However, although such oblique reference to the subjects allowed 
individuals to identify the self as a student of a particular subject, in the telling of 
the self in relation to that subject, students claimed to be a particular kind of 
student, as distinct from other Education students, because of the nature of the 
subject. In Group 5, the discussion of how study would be different did not lead to 
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telling the self in contrast to students on another programme, as it had for Group 6, 
but to telling the self as a particular subject student. In this extract Vicky, a Maths 
VWXGHQWWHOOVKHUVHOIDVKDYLQJDµPDWKHPDWLFDODQGVFLHQWLILF¶PLQGLQFRQWUDVWWR
an English student:  
 
Vicky;  <RXVHH,¶YH,¶YHJRWDPRUH«PDWKHPDWLFDODQGVFLHQWLILFPLQG
so I think that is why I prefer things to be laid out.  
Nicola:  Yeah. 
Vicky:  $QGVDLGµULJKWWKLVLVZKDW\RXQHHG>WRGR@¶ 
Nicola:  Yeah. 
Vicky:  µ7KLVLVKRZ\RXGR LW¶NLQGRIWKLQJZKHUHDV,WKLQNVRPHSHRSOH
such as yourself, might have a more artistic English-based mind. 
Nicola:  Yeah. 
Vicky:  6R\RXFDQJRDZD\DQGUHDGDERRNDQG« 
Nicola:  0P«<HDK 
Vicky:  6RUWRIILQGWKLQJVRXWIRU\RXUVHOI« 
25.09.09 a.m. Group 5 
 
,QFRQWUDVWLQJKHURZQPLQGZLWK1LFROD¶V µDUWLVWLF(QJOLVK-EDVHGPLQG¶
Vicky draws on a perception of Mathematics as a subject based on logic and 
FRUUHFWDQVZHUVZKHUH VXFFHVV DFFUXHV IURPIROORZLQJ UXOHV µULJKW WKLV LVZKDW
\RXQHHG¶, and she presents English as more open to individual interpretation and 
accessing meaning through reading. In this way, Vicky positions herself as less 
well prepared for the literacy practices that would be part of the Education Studies 
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course than an English student, a concern shared by others in Group 4 during the 
same discussion. Judith (Maths) and Dominic (Sport) share their perceived 
shortcomings as writers, while Kim uses her status as an English student to claim 
expertise and to share her strategies for writing, allowing her to mark out a more 
central place for herself within the academic student community of practice:  
  
Judith:        , DP D ELW ZRUULHG DERXW WKH HVVD\V EHFDXVH ,¶P QRW YHU\ JRRG
(QJOLVK«7KDW¶VZK\,GLGQ¶WFKRRVH(QJOLVK 
Kim:   ,¶PGRLQJ(QJOLVK 
Judith:   Are you? 
Kim:      Yeah. 
Dominic:   , WKLQN ,¶YH JRW DOULJKW OLNH HVVD\ WHFKQLTXH P\ KDQG-writing is 
DZIXODQGP\VSHOOLQJLVDZIXODQGP\SXQFWXDWLRQLVEDGEXW« 
Judith:        <HDK,¶PQRW,MXVWFDQ¶WZULWHHVVD\V, FDQ¶WJHWLWRXWZKDW,¶P
trying to say in the right amount of words.  
Kim:   <RXVHH WKDW¶VZKDW , , XVHG WRKDYH WKDW LVVXH VR ,EDVLFDOO\SXW
everything down on paper and then basically, I then go back to it 
DQGJRQRQR« 
Dominic:        (laughs)  
Kim:   $QG WKHQ ,¶G FRPH RXW ZLWK D SDUDJUDSK PD\EH IURP OLNH KDOI D
page instead, sort of a decent sized paragraph, and that is how I just 
ended up sort of going through it myself, because I just learnt from 
doing GCSE and then doing A-level that it was the essays.  
25.09.09 a.m. Group 4  
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Kim identifies as an English student again two weeks later when discussing 
academic reading: 
 
Judith:  ,GRQ¶WUHDOO\NQRZKRZWRDQQRWDWHOLNHKRZWRZULWH 
Kim:   You see I've been doing my English, my English teacher said never 
read a text that you're having to look at without  a pen in your hand, 
so I've just got into that habit of instantly, pen in hand, something 
important, write it. 
[...] 
Kim:   It makes me glad I brought my dictionary with me anyway. 
Helen:  I use my Theosaurus (sic.). 
Judith:  Google it, (laughs) I always Google it. 
Kim:  Yeah if I'm feeling lazy and I can't be bothered to actually move 
over to the shelf I could always Google.   
Judith:  I didn't bring a dictionary. I just thought Google would do.  
Helen:  Yeah. 
Kim:   >,¶PDQ@(QJOLVKVWXGHQW 
Judith:  Yeah. 
Kim:   I'm slightly better off, I think.  
16.10.09 a.m. Group 5  
 
In these discussions about academic reading and writing, Kim, as English 
student, tells herself as more of an expert than the others in the context of reading 
DQG ZULWLQJ IRU (GXFDWLRQ VWXGLHV DQG WZLFH XVHV µ<RX VHH «¶ WR PDUN D SRLQW
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where she shares her expertise with the others. Others appear to accept her 
authority as she explains in some detail, with no interruptions from others, how 
VKH FRPSOHWHV ZULWWHQ ZRUN RU UHDGLQJ ,Q WKH VHFRQG H[FKDQJH .LP µRWKHUV¶
-XGLWKE\UHIHUULQJWRKHUXVHRI*RRJOHDVDµOD]\¶VWUDWHJ\UHLQIRUFLQJKHURZQ
superior position. Judith, in contrast, is clearly expressing a sense of uncertainty; 
VKHLVµQRWYHU\JRRGDW(QJOLVK¶VKHGRHVQ¶WNQRZµKRZWRDQQRWDWH¶DQGKDVQRW
EURXJKWDGLFWLRQDU\WRXQLYHUVLW\-XGLWK¶VGHMHFWHGH[SODQDWLRQWKDWµ,MXVWWKRXJKW
*RRJOHZRXOGGR¶VXJJHVWVWKDWVKHUHFRJQLVHVWKDWVKHLVEHLQJFULWLFLVHGEy Kim, 
however this is re-constructed by Kim not as a personal criticism rather as a 
consequence of their subject identities as she reminds the others that as an English 
VWXGHQWVKHLVµVOLJKWO\EHWWHURII¶ 
 
The telling of the self in relation to subjects reveals not only how students 
seek to find a space for the self within the intersection of Education and Subject 
academic student communities of practice, but also how they see that intersection. 
Kim claims a more central place for herself in the Education Studies student 
community, on the strength of her competence in English, a position which Vicky 
also affords to Nicola in their discussion. However, the position claimed within the 
academic community was not always in relation to others or subjects studied. 
Students also told the self in direct relation to their participation in academic 
practice, within the context of Education Studies. As discussed in Chapters 6 and 
7, Judith was not alone in her uncertainty about how to participate in academic 
practices, and I explore now how participation became another aspect of the 
narrative which students used to tell themselves as academic.  
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8.5 Telling the self in relation to participation in academic practice  
Large lectures, relative anonymity compared to previous learning 
experiences, the expectation of independent study and academic reading and 
writing all make demands on the new student; yet talking about these practices 
provided students with a context in which to tell the self as academic in relation to 
their participation in lectures, independent study and assessments.  
 
8.5.1 Telling the self in relation to lectures  
My pedagogical approach prioritised collaborative learning in workshops, 
but there were also lectures of about 150 students. Although as interactive as 
possible, these were necessarily more transmissive. The limitations of lectures as a 
teaching approach and the difficulties which students face in maintaining focus 
have long been recognised (Bligh, 1972; Laurillard, 1993; Tormey & Henchy, 
2008). Nevertheless, the sometimes difficult experiences of learning from lectures 
can be used to tell the self as academic: 
 
Olivia:  I actually listened.  
Meg:   What? 
Olivia:  ,VDLG,DFWXDOO\OLVWHQHG,¶PSURXGRI myself. 
Meg:   , ORYH LW \RX NQRZ ZKHQ \RX ELWV PDNH VHQVH OLNH µRK , NQRZ
WKLV¶ 
Olivia:  Yeah. (laughs) 
Meg:   I actually know something. 
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Olivia:  Yeah. (laughs)  
2.10.09 p.m. Group 6 
 
µ, DFWXDOO\ OLVWHQHG ,¶P SURXG RI P\VHOI¶ LPSOLHV WKDW 2OLYLD Ls not 
someone who always listens, or who finds it easy to sustain concentration in a 
OHFWXUH EXW WKDW KHU GHYHORSLQJ DELOLW\ WR µSHUIRUP¶ DFDGHPLF VXFFHVVIXOO\ E\
OLVWHQLQJLQDOHFWXUHLVDVRXUFHRIVDWLVIDFWLRQ7KHFRQILUPDWLRQRIµVDPHQHVV¶DV
Meg takes up the narrative, clearly demonstrates her pleasure in being able to 
make sense of what she has heard and her validation as a knower. That the ability 
WR µPDNHVHQVH¶ LVZRUWK\RIFRPPHQWVXJJHVWV WKDW WKLV LVQRWD µJLYHQ¶ LQGHHG
there is evident pleasure for both Meg and Olivia as they realise that they are 
FDSDEOHRIEHLQJµDFDGHPLF¶$QGDV WKH\ WHOO WKHPVHOYHVDVHPHUJLQJDFDGHPLF
HYHQ LQ WKH IDFH RI WKHLU RZQ DQG SRVVLEO\ RWKHUV¶ GRXEWV HDFK FRQILUPV WKH
legitimacy of the other as a peripheral participant in the academic community of 
practice. 
 
However, not all students listen in lectures and in the following extract 
(OOLHXVHVWKHµRWKHULQJ¶RIDVWXGHQWIURPDQRWKHUZRUNVKRSJURXSWRWHOOKHUVHOI
DVDFDGHPLF,QWKHVDPHZD\WKDW:HQG\µRWKHUHG¶VWXGHQWVLQth form colleges in 
order to tell herself as academic, Ellie contrasts her own behaviour in lectures and 
her intention to listen with the low level disruption of another:   
 
Ellie:   Okay, can we not sit next to Derek please for the lecture? 
Carl:   (laughs) 
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Ellie:   I mean I'm being totally serious. I'm more than happy to sit on my 
own in this lecture because, or you actually the way you're going 
this morning [not focusing]. 
Vicky:  (Laughs) 
Ellie:   Because you make me laugh and I feel rHDOO\UXGH«1RLWLVEDG
but, like, I actually can't control my laughter, I have no control, but 
especially if I know I really shouldn't laugh. 
Vicky:  Yes. 
Ellie:   And I absolutely start laughing and it's just really inconsiderate.   
Vicky:  Derek goes bright red.  
Ellie:   Derek makes me laugh so much, hilarious. 
Vicky:  We'll take Derek off your hands. He'll most probably fall asleep in 
the lecture anyway.  
16.10.09 a.m. Group 2  
 
Clearly not all students will be attentive and engaged at all times, and 
Derek is constructed here by both Ellie and Vicky as regularly disengaged and 
disruptive. Different student communities are apparent in this talk; although Ellie 
FRQVWUXFWVKHUVHOI LQFRQWUDVW WR'HUHN¶VEHKDYLRXU LQ OHFWXUHV VKHVWLOO FODLPV WR
find KLPµKLODULRXV¶DQG9LFN\¶VRIIHUWRµWDNH'HUHNRII\RXUKDQGV¶LQGLFDWHVWKDW
he is not completely rejected. Derek might be sidelined in the lecture, but would 
still remain a friend within the wider student community of practice. Like Wendy, 
whose membership of a social non-academic pub and darts community co-exists 
with her membership of an academic student community, Ellie is simultaneously a 
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member of both social and academic student communities, and she is finding that 
she needs to establish boundaries between the two. For Wendy this is less of a 
problem, since the two communities intersect rather than overlap: the lads in the 
SXEDUHFRPSOHWHO\VHSDUDWHIURP6W+XJK¶VDQGVRWKHERXQGDULHVDUHFOHDU7KH
overlap of student communities of practice, however, creates difficulties, and 
where practices from one student community (having a laugh) conflict with 
practices of another (listening in a lecture) significant identity work needs to take 
place as Ellie seeks to manage the different aspects of being student.  
 
Anything that challenges the academic identity can present a threat to the 
self as academic, and so when Ellie finds herself performing as non-academic 
through laughing in lectures, she is obliged to find a way to tell herself as 
academic, whilst remaining part of the social group of which she is a also member. 
Derek is not rejected; his practices would be acceptable, even welcome, in another 
FRQWH[W UDWKHU 'HUHN¶V SUDFWLFHV LQ WKH OHFWXUH DUH UHMHFWHG $V (OOLH SRVLWLRQV
herself in relation to acceptable and unacceptable behaviour she is finding a space 
to be a member of both the academic student community and a particular social 
student community. Where practices of the social student community of practice 
spill over into the academic, she tells a version of herself that rejects inappropriate 
behaviour in lectures, the self that reinforces her academic identity. This tendency 
WRVKRUHXSWKHDFDGHPLFLGHQWLW\LVDOVRHYLGHQWLQVWXGHQWV¶WHOOLQJRIWKHVHOILQ
relation to their independent study.   
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8.5.2 Telling the self in relation to independent study (reading, writing, 
preparation) 
In the same way that Olivia expresses pride in her concentration and 
success in performing academic within the context of the lecture, Anne 
spontaneously shares an experience with her group during off-task talk about 
getting to lectures in the morning: 
 
Gary:  I got up at 20 past 9.  
Dominic: I get up at 8. 
Anne: I was in the library at that time (laughs). It's the first time in my life 
I've felt like an intellectual, all the intellectuals are in the library at 
that time. 
16.10.09 a.m. Group 4 
 
$QQH LVFHUWDLQO\QRWFODLPLQJ WREHDQ µLQWHOOHFWXDO¶KHUFRPPHQWDERXW
µDOO WKH LQWHOOHFWXDOV¶ SRVLWLRQV WKHP DV RWKHU WKDQ KHUVHOI +RZHYHU VKH VHHPV
quite at ease with feeling like an intellectual, through her participation in what she 
perceives as intellectual activity. But not all students are in the library early, if at 
DOO DQG LW LV FOHDU WKDW VWXGHQWV¶ HQJDJHPHQW ZLWK LQGHSHQGHQW VWXG\ LV YDULDEOH
The recordings demonstrate that a significant minority fail, at least on some 
occasions, to complete set reading and other tasks they have been asked to prepare, 
which could be interpreted as rejection of academicity. However, although their 
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µSHUIRUPDQFH¶RIDFDGHPLFPD\VXggest this, their claims for the self continue to 
tell the self as academic.  
 
 For example, having failed to prepare for a session, Dominic spends some 
time establishing when the reading was set and then identifies that he had been 
absent. The fact that all set reading was also specified in the module booklet and 
on the VLE is ignored as he tries to suggest that it was not his fault and to uphold 
KLVµDFDGHPLF¶FUHGHQWLDOV 
 
Dominic:  6R WHFKQLFDOO\ ZKHQ \RX VDLG >WKDW@ , KDYHQ¶W GRQH WKH UHDGLQJ ,
wasn't here when the reading was set. 
Yvonne:          Neither was I though, and I did it. 
Dominic:  Still ordered Alexander [a set text] though. 
        11.12.09 a.m. Group 4 
 
<YRQQH WDNHV WKH RSSRUWXQLW\ QRW RQO\ WR µRWKHU¶ 'RPLQLF EXW WR WHOO
herself as academic in relation to both Dominic and the task, but Dominic is not to 
be defeated and defends himself by claiming that at least he has now ordered the 
book (which they had been advised to buy six weeks earlier!). It is interesting to 
QRWH'RPLQLF¶VUHVLVWDQFHWR<YRQQH¶VSRVLWLRQLQJRIKLPGHVSLWHKDYLQJIDLOHGWR
buy the book, check what he needed to read in the module booklet or on the VLE, 
ask a friend what he had missed and complete the set reading. Such effort to 
present as academic, despite evidence to the contrary was particularly apparent in 
week 3. Students had been given the following task to complete independently:  
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Read Davis (1993) pp18-20 (provided). Annotate as you read. 
Write a 2-3 sentence summary of the main argument. Bring your 
annotated pages and summary to the workshop on 16.10.09 a.m. 
(Allow 2 hours). (ES1A module booklet 2009-2010) 
 
In the workshop that followed, students were introduced to the concept of 
surface and deep approaches to study (Marton & Säljö, 2005; Prosser & Trigwell, 
1999; Ramsden, 2003). They were then asked to look back at the reading they had 
prepared for the session, to look at their annotations, and to identify which 
approach they thought they had taken as they undertook the task. They were also 
told of research showing that deep approaches are more likely to promote the kind 
of thinking that will lead to success in HE. Taking a deep approach was therefore 
SUHVHQWHGDVDPRUHµDFDGHPLF¶DSSURDFKZKLFKVWXGHQWVFRXOGFKRRVHWo adopt in 
their ongoing studies.  
 
Most had taken a surface approach to the reading, and some found that this 
challenged their academic identity and so sought to tell the self in contrast to their 
performance:  
 
Fran:   If we had like two hours. 
Vicky:  (UHDGVµ>6XUIDFHLV@intention to complete and [deep is] intention to 
understand¶ so « 
Ellie:  Because it was just, was it because, was it you thought it was just 
an article, we were just going to read it? 
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Fran:  Just an article yeah, but if I'd um spent longer on it «µFos I didn't 
spend that long on it, um, I would have attempted to understand and 
I would have really tried to focus on the meaning of the article. 
16.10.09 a.m. Group 2 
 
The module booklet had specified that they should allow two hours for the 
task, but Fran clearly has not. She implies that if she had spent longer on the task 
she would have approached it differently, but does not give any reason why she 
GLGQRWGRVR+RZHYHU VKHVHHNV WRSRVLWLRQKHUVHOIDV µDFDGHPLF¶E\FODLPLQJ
that she µZRXOGKDYH¶WULHGWRXQGHUVWDQGDQGIRFXVRQWKHPHDQLQJSUHVHQWLQJWKLV
occasion as an aberration. Daisy makes a similar claim: 
 
Daisy:   When we did, you know that first lot we did when we all took a 
chapter [section] each. 
?:   Yeah. 
Daisy:   I'd say that was deep for me, because I've not done this one 
properly. 
Pippa:   I remember that. 
Daisy:   I remember that and I made links to it and I understood and I put 
examples to it. I've not read [this] yet so I can't really tell you. 
Querida:  No. 
Daisy:   I'm only being honest. I've not read it yet.   
16.10.09 a.m. Group 3 
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'HVSLWHQRWKDYLQJUHDGWKHWH[WDWDOO'DLV\FODLPVDQµDFDGHPLF¶LGHQWLW\
by referring back to another reading that they had prepared for ES1B. Whereas 
)UDQ¶VDUJXPHQWLVµ,ZRXOGLI ,KDGWLPH¶'DLV\¶VDUJXPHQWLVµ,GLGEHIRUH¶DQG
.LPXVHVWKHDUJXPHQWµ,GRXVXDOO\¶ 
 
Kim:  Mine was surface. I know full well it was because I didn't do my 
usual of actually doing those three things [intending to understand, 
relating ideas to existing knowledge and focusing on the meaning]. 
I just went through and highlighted.  
16.10.09 a.m. Group 5 
 
Fran, Daisy and Kim all find a way to tell the self in contrast to their 
performance. None has taken a deep approach, but all want to claim this as a 
characteristic of the self they portray. The academic selves that they seek to tell sit 
uneasily with their performance and so they are willing to admit to poor time 
management or laziness in order to defend their academic identity. Judith and Bill, 
part oI .LP¶V JURXS PDNH QR DWWHPSW WR WHOO WKHPVHOYHV LQ FRQWUDVW WR WKHLU
performance, but nevertheless seek to establish a place for themselves within the 
academic community of practice by telling themselves as being on a trajectory 
leading toward academicity at some unspecified time in the future: 
 
Helen:  If I had time I would do it more. 
Judith:  Yeah. 
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Bill:  No even if I had loads of time, ,¶GMXVWKLJKOLJKWWKHVKHHWRISDSHU. 
,¶GQHYHU, ,¶GQHYHU UHDOO\ WKLQNRIDQ\DQ\WKLQJHOVHEHFDXVH ,
YH
highlighted « 
Helen:  It depends what mood you're in. 
Judith:  I think it was too hard for me.  When I get, later on like, like during 
the year. 
Bill:   Yeah, well that's the same here as well, once you get into it. 
Judith:  Yeah once I get used to the language and that, it's just so different 
from what I used to read at A-level. 
Bill:   Yeah. 
Helen:  But eurgh, it doesn't make sense, half of it. 
16.10.09 a.m. Group 5 
 
$OWKRXJK -XGLWK LQLWLDOO\ DJUHHV ZLWK +HOHQ¶V DVVHUWLRQ WKDW ODFN RI WLPH
was the problem, Bill¶VVWDWHPHQW that he does not think he would ever take a deep 
DSSURDFK µ,¶GQHYHU UHDOO\ WKLQNRIDQ\DQ\WKLQJHOVH¶ VHHPV to allow Judith to 
H[SODLQWKDWLWZDVµWRRKDUG¶, and they agree by the end that the problem was that 
the text was difficult to understand. %LOO¶V XVH RI µVDPH KHUH¶ DJDLQ VKRZV WKH
SUHYDOHQFH RI LGHQWLI\LQJ µVDPHQHVV¶ ZLWK RWKHUV ZKHQ VHHNLQJ WR FODLP
membership of the academic student community of practice. Judith and Bill 
indicate that they currently have no expectation of reading for meaning and 
understanding, it is just a case of getting through. However, like Fran, Daisy and 
Kim, their current performance of student is not one that they wish to be defined 
by. Despite having found the reading difficult, Bill and Judith demonstrate a desire 
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to tell themselves as academic at some time in the future. When they have more 
experience of reading academic texts, they suggest, they will be able to approach 
them GLIIHUHQWO\DQGSHUIRUPµDFDGHPLF¶VWXGHQWPRUHVXFFHVVIXOO\. In presenting 
this sense of the future self they present a hope of becoming academic rather than 
a sense of alienation.  
 
How Helen wants to tell herself is less clear, and perhaps there is some 
sense of alienation for her. Like Fran, she initially suggests that it was lack of time 
WKDWKDGSUHYHQWHGKHUIURPWDNLQJDGHHSDSSURDFKµIf I had time I would do it 
more¶WKHQFODLPVµ,WGHSHQGVZKDWPRRG\RX
UHLQ¶DQGILQDOO\DIWHU-XGLWKDQG
%LOO GLVFXVV GLIILFXOWLHV ZLWK DFDGHPLF UHDGLQJ VKH DJUHHV WKDW µLW GRHVQ¶W PDNH
sHQVHKDOIRI LW¶:KHUHDV WKHRWKHUV LQ*URXSXVH WKLV WDVNWR WHOO WKHPVHOYHV
she makes the task less personal with each of her three statements. Although the 
ILUVWLVDERXWKHUVHOIWKHVHFRQGLVDERXWDJHQHULFµ\RX¶DQGWKHILQDOVWDWHPHQWLV
about the text. Whereas Judith chooses to relate the discussion about the difficulty 
RIWKHWH[WWRKHUVHOIµ,WKLQNLWZDVWRRKDUGIRUPH¶DQGµit's just so different from 
what I used to read at A level¶+HOHQSRVLWLRQVWKHWH[WDVLQDGHTXDWHµLWGRHVQ¶W
maNH VHQVH¶ DQG VKH GRHV QRW SDUWLFLSDWH LQ %LOO¶V DQG -XGLWK¶V WHOOLQJ RI
themselves as being on a trajectory toward fuller participation in the academic 
student community of practice.   
 
Talk about academic practice gives students the opportunity to talk about 
themselves in relation to that practice. This does not always happen; it is possible 
WRWDONDERXWSUDFWLFHZLWKRXWWDONLQJDERXWRQH¶VRZQH[SHULHQFHRIWKDWSUDFWLFH
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RURQH¶VUHODWLRQVKLSWRLWDVVKRZQLQ+HOHQ¶VUHVSRQVHEXWPDQ\VWXGHQWVGRXVe 
WDONDERXWSUDFWLFH WR WHOO WKHPVHOYHVDV µDFDGHPLF¶HYHQ LQ FRQWUDGLFWLRQRI WKH
evidence provided by their performance. However, assessed work is an arena 
where performance really does matter. One cannot simply tell oneself as academic 
VLQFH RQH¶V ZRUk will be judged by others who will evaluate its academicity. 
Nevertheless, talk about assessed work also provides opportunity for students to 
tell themselves as academic.  
 
8.5.3 Telling the self in relation to assessed work 
 During a workshop in week 2, Group 6 had gone off- task and were trying 
to work out what assessments would be expected of them in the first semester. 
Module booklets contained assignment briefs giving full details of each piece of 
assessed work and weekly set tasks, but integrating the demands of three modules 
meant that the students had not yet established any clarity about what was being 
asked of them. They had already been asked to write 500 words (non-assessed) for 
ES1B to be brought to a seminar the week after this conversation, and 700 words 
(assessed) for ES1A (This was the first of four pieces that contributed to an 
assessed portfolio, and which had to be handed in two weeks after this 
conversation so that feedback could be provided before they handed in the other 
three pieces): 
 
Meg:   %XWZHDVVXPHZH¶OOEHJHWWLQJDQHVVD\DZHHN 
Catherine:  And 700 words isn't much. 
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Olivia:  An essay a week? 
Meg:   700 word portfolio, we've got 500 next week [for ES1B], 700 the 
week after [to hand in for ES1A], another 700 and then another 700 
[other portfolio tasks] 
Olivia:  An essay a week? 
Catherine:  700 words isn't much. 
Bryony:  And then our drama work as well. 
?:   (unclear) 
Olivia:  2KIXFNDGXFN,GLGQ¶WVLJQXSIRUWKLV 
Meg:   The only work we do in drama is studio practice. 
Olivia:  Is it still on, shit, sorry. 
(laughter) 
        02.10.09 a.m. Group 6 
 
2OLYLD¶V REMHFWLRQ WR ZKDW VKH VHHV DV DQ XQUHDVRQDEOH DPRXQW RI ZRUN
suggests that her expectation of what being a student entails does not include 
having to complete regular written work, a position she had taken the previous 
week when she had expressed horror at the amount of work expected of students 
on the Primary Education course. Although the others seek to present the 
H[SHFWDWLRQV DV DFKLHYDEOH µZRUGV LVQ¶WPXFK¶ DQG µWhe only work we do in 
GUDPDLVVWXGLRSUDFWLFH¶2OLYLD¶VUHLWHUDWLRQRIµDQHVVD\DZHHN"¶DOPRVWVHHPV
to be a dramatic device to emphasise her shock and she emphasises her rejection of 
WKHµDFDGHPLF¶ZLWKµ2KIXFNDGXFN,GLGQ¶WVLJQXSIRUWKLV¶,Kave mentioned 
previously that within the academic context of the workshops, swearing is 
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H[WUHPHO\ UDUH 2OLYLD¶V XVH RI µIXFN¶ DQG LQ WKH QH[W OLQH µVKLW¶ XQGHUOLQH KHU
rejection of the academic as she draws on the discourse practices of alternative 
communities.  
 
In telling the self in this way, Olivia is in direct contrast to other members 
of her group, and indeed to most of the cohort who choose to present the self as 
aspiring to be academically successful and with the intention to work hard. The 
students are acutely aware that it will be through academic performance, including 
assessed work, that their claims of academicity will be validated or denied. For 
Zena it appears that failing an assignment would challenge her identity as a student 
so strongly that she would feel unable to try to continue to construct an academic 
LGHQWLW\DQG5KLDQQRQFODLPVµVDPHQHVV¶WKURXJKDJUHHPHQWZLWK=HQD 
 
Zena:   ,NQRZ,¶GKDWHWRIDLO 
?:   Yeah. 
Zena:   ,WKLQN,¶GMXVWJLYHXSXQLLI,IDLOHG 
Rhiannon: ,NQRZ«, GRQ¶WWKLQN,¶GEHDEOHWRGRLW 
06.11.09 a.m. Group 1 
 
For Georgia, the threat to her academicity is not in failing but in not 
excelling. She tells herself in contrast to the assertion that a pass mark is sufficient, 
UHMHFWLQJDGLVFRXUVHRIµJRRGHQRXJK¶WRSRVLWLRQKHUVHOIDVDFDGHPLF 
 
Dominic:  As long as you passed though. 
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Andrew:  <RXGRQ¶W\RXRQO\QHHGWRSDVVWKRXJKGRQ
W\RX" 
Georgia:  Yeah, but I don't want to just pass. 
06.11.09 p.m. Group 4  
 
Each of these students seeks to find a place for the self in the academic 
community: Meg and Catherine who accept regular engagement with written tasks 
as an aspect of the academic life; Zena and Rhiannon who see failing an 
assignment as the end of their academic careers; and Georgia who wants to have 
her academic identity reinforced by good grades. Although peripheral membership 
of the academic community of practice might be conferred when one is awarded a 
university place, fuller membership depends on successful performance including, 
and most imSRUWDQWO\FRPSOHWLRQRIDVVHVVPHQWV$VVHVVPHQWMXVWLILHVRQH¶Vplace 
in the community, so that, despite all the claims that one can make for the self, 
others in positions of power ultimately confer the right to belong (or not) through 
their judgement of \RXUSHUIRUPDQFH2QH¶VVWDWXVDVDPHPEHURI WKHDFDGHPLF
community is always open to challenge, so opportunities to claim membership and 
tell the self as academic may be particularly valuable for students who are not 
confident of their position. The reguODUXVHRIµ\HDK¶DQGFODLPLQJVDPHQHVVZLWK
others in the group demonstrates the prevalence of agreement as a practice of the 
communities of practice that the students establish, as noted in Chapter 6. Finding 
agreement and sameness reassures the individuDOWKDWWKH\EHORQJILQGLQJµSHRSOH
OLNHPH¶LVLPSRUWDQWQRWRQO\LQUHODWLRQWRHWKQLFLW\RUFODVVEXWDOVRLQUHODWLRQ
WRWKHDFDGHPLFLGHQWLW\SRVLWLRQWKDWRQHLQKDELWV&KDOOHQJHWRRQH¶VSRVLWLRQDV
academic can come from many directions and my final section explores the 
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reaction of one student who vehemently resisted what she interpreted as her 
*HRJUDSK\WXWRUSRVLWLRQLQJKHUDVµQRQ-DFDGHPLF¶ 
 
8.6 Telling the academic self in relation to the positioning given by others 
For Wendy, the student who SOD\HG GDUWV ZLWK µWKH ODGV¶ LQ WKH SXE DQG
who had parents who tried to help but whose own academic levels she had already 
overtaken, attending university bestowed on her membership of an academic 
community of practice in contrast to her parents and friends, and she was keen to 
tell herself as academic in relation to these others. Wendy and Daisy were studying 
Geography alongside Education and the first semester Geography module (GE1A) 
included the study of UK settlements. As part of the study of urban populations, 
WKHWXWRUIRU*($(ULFKDGVSRNHQDERXW:HQG\¶VKRPHWRZQLQDZD\WKDWVKH
felt challenged her right to an academic identity: 
 
Wendy:  And he just thinks I'm some silly northerner from the most 
HFRQRPLFGHSULYHG« 
Daisy:   He is so biased. 
Wendy:  ,VQ¶WKH"«)URPWKHPRVWHFRQRPLFDOO\GHSULYHGDUHD« 
Daisy:  Now to begin with it was sort of amusing, not in a nasty way but 
MXVW WKH IDFW WKDW KH KDG KLV RSLQLRQ EXW QRZ LW¶V MXVW UHDOO\ OLNH
(unclear). 
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Wendy:  +H¶V DOUHDG\ VDLG WKDW XP WKHUH¶V D UHDVRQ EDVLFDOO\ WKHUH¶V D
reason the likes of the towns of Oldtown and Midtown are still 
northern.  
Querida:  ,IKHVD\VLWDJDLQMXVWEHOLNHµZHOO,
PRIIHQGHGE\WKDW¶ 
Wendy:  Then yesterday apparently he said that [the region where I live] is 
tKH PRVW HFRQRPLFDOO\ GHSULYHG DUHD LQ (QJODQG ,W¶V LW¶V DOULJKW
saying that but when you've got four or five people in the class 
IURPWKDWDUHD\RXUHDOO\VKRXOGZDWFKZKDW\RX¶UHVD\LQJ 
Querida:  Mm. 
Wendy:  %HFDXVH LI LW¶V WKDW HFRQRPLFDOO\ GHSULYHG Zhy is there like 5 
percent of the class [from there] ...? 
Pippa:   Why are there so many here? 
Wendy:  Yeah. 
        06.11.09 p.m. Group 3  
 
(ULF¶VXVHRI:HQG\¶VKRPH-town, an urban centre within the local region, 
as a case study for an area of deprivation is interpreted by Wendy as implying that 
VKHZDVQRWµXQLYHUVLW\¶PDWHULDOVLQFHVKHDVNVµ%HFDXVHLILW¶VWKDWHFRQRPLFDOO\
GHSULYHG ZK\ LV WKHUH OLNH  SHUFHQW RI WKH FODVV >IURP WKHUH@"¶ (ULF¶V LQWHQWLRQ
cannot have been to suggest that students from Oldtown ought not to be in HE, 
however he appears to have failed to explain himself clearly and to recognise that 
first-year students may not readily distinguish between social data and opinion. He 
also appears to have failed to take account of the affective domain of learning and 
KRZVWXGHQWV¶LGHQWLWLHVDUHLPSOLFDWHGLQWKHOHDUQLQJSURFHVV,WLVKDUGWRKHDUDQ
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REMHFWLYHDUJXPHQWZKHQRQH¶VKRPHWRZQLVFDVWLQDQHJDWLYHOLJKW'LVFXVVLRQ
of areas of deprivation is not an academic exercise for residents of those areas, it is 
part of their lived experience; they are members of the communities that are being 
talked about, and these communities intersect with the academic community 
through students such as Wendy, with Wendy being positioned at the intersection. 
It is striking how the other group members seek to support Wendy and reinforce 
KHU ULJKW WR EH DW XQLYHUVLW\ E\ GLVPLVVLQJ DQDO\VLV RI UHJLRQDO GDWD DV (ULF¶V
µRSLQLRQ¶ DQG µRIIHQVLYH¶ DQG UH-LWHUDWLQJ KHU TXHVWLRQ µ<HDK ZK\ DUH WKHUH VR
many herH"¶ 
 
Clearly, although I stated my intention to use a different lens to examine 
student identity from classed, raced or gendered lenses, these aspects of identity 
will always be present for students, and it is right to acknowledge as much. 
Nevertheless, b\ IRUHJURXQGLQJ WKH VWXGHQWV¶ DFDGHPLF LGHQWLWLHV , EHOLHYH WKDW ,
have been able to paint a more hopeful picture than is often the case. The reason so 
PDQ\VWXGHQWVIURP:HQG\¶VKRPHWRZQDUHDW6W+XJK¶VLVSUHFLVHO\EHFDXVHLW
has low entry requirementV DQG WDNHVPDQ\ ORFDO VWXGHQWV IURP µQRQ-WUDGLWLRQDO¶
EDFNJURXQGV<HWLQFRQWUDVWWR$UFKHU¶V(2003) findings, Wendy does not appear 
to be aware of any hierarchy of institutions. In fact, on the contrary, she had 
FODLPHGSUHYLRXVO\µZHDUHRQHZHDUHDWOLNHRQHRIWKHEHVWSODFHVDUHQ¶WZH
«IRUWHDFKLQJWKHUH
VQRZKHUHOLNHLW¶DPDQGWKHJURXS¶VLQGLJQDQW
UHVSRQVH WR (ULF¶V DQalysis of deprivation shows that these students want very 
much to claim the right to be student and to have their academic identities 
validated. To be from a non-traditional background does not mean that one must 
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FKRRVH EHWZHHQ RQH¶V H[LVWLQJ LGHQWLW\ DQG D QHZ µDFDGHPLF¶ LGHQWLW\ 7KHVH
students show that different identities can co-exist and that even if others seem to 
be suggesting that they are incompatible (as Wendy believed Eric was implying) 
they will resist such a claim. 
 
8.7 Discussion  
In this chapter I have shown how students used talk about academic 
practice in workshops to tell themselves as academic. Of course we do not have a 
full picture of how this group of students tell themselves as academic (or not). As 
noted in Chapter 4, whilst some groups left the recorder running at all times, others 
were quick to turn it off if they went off task or immediately they judged 
themselves to have completed a task, meaning that narratives about the self have 
been, to some extent, censored by some groups. Also it is possible that, knowing 
that I would listen to the recordings, individuals sought to present themselves as 
µDFDGHPLF¶+RZHYHUDOVRQRWHGLQ&KDSWHUZDVWKHHDVHZLWKZKLFKWKHµSXEOLF¶
nature of their talk appeared to be forgotten. The consistency of the desire of most 
RI WKHJURXS WRFODLP µDFDGHPLF¶VXJJHVWV WKDWDQDFDGHPLF LGHQWLW\ LV IRU WKHVH
students, an aspiration. However, I do not believe that the pedagogical approach 
merely offers a context in which to display emerging academic identities; I believe 
it also gives students the space to construct academic identities through their talk 
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A pedagogy of academic practice positions students as peripheral 
participants in the academic community. Through their participation in, and 
discussion of, academic practice, students are not only able to understand 
academic practice differently, they are also obliged to think about the self as a 
participant in that practice. And because the participation is collaborative, 
individuDOVDUHQRWHQGHDYRXULQJWREHDSDUWLFLSDQWLQLVRODWLRQµSHRSOHOLNHPH¶
are also seen to be participating in practice and claiming an academic identity. As 
QHZXQGHUJUDGXDWHVVHHNWRILQGDµVSDFH¶IRUWKHVHOIZLWKLQWKHLQWHUVHFWLQJDQG
overlapping student communities of practice and the other communities of practice 
to which they belong (including classed, gendered and ethnic communities), 
presenting the self as a particular kind of person, is a way of creating a sense of 
continuity and coherence amidst the social and cultural changes they are 
experiencing (Giddens, 1991; Gulbrandsen, 2003). Talking about academic 
practice provides a context in which students can begin to articulate their 
relationship to those practices and to establish that they belong in the academic 
community of practice, as demonstrated through: telling the self as other to non-
students; finding sameness with other students; and finding a particular space for 
the self in the intersection of the different communities of practice to which each 
individual belongs. In this way, the narratives employed enable students to engage 
in identity work such that a coherent identity can be told and an academic identity 
claimed.  
 
Although my intereVW LQ µ%HLQJ DQG %HFRPLQJ¶ D VWXGHQW ZDV LQLWLDOO\
concerned with enabling students to be more successful academically, my interest 
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extended to encompass a concern that they might also become people who saw 
themselves as having a stake in the academy; who felt that, in some way, they 
belonged to it, and it belonged to them; who would appropriate academic practices 
UDWKHU WKDQ EHLQJ µFRORQLVHG¶ E\ WKHP (Ivanic, 1998, p. 73). The difference 
between colonisation and appropriation is fundamental; it is the difference 
between jumping through hoops and experiencing the emancipation that enables 
one to see and think differently, what Crozier et al. (2008, p. 171) refer to as the 
GLIIHUHQFHEHWZHHQ UHODWLQJ WRXQLYHUVLW\ DV µEHLQJRQ µD WUHDGPLOO¶RU as a more 
KROLVWLFDOO\ IXOILOOLQJ H[SHULHQFH¶ :LWKRXW DQ LGHQWLW\ WKDW LQFOXGHV µDFDGHPLF¶
participation in academic practice will always feel alien: like an atheist at a church 
VHUYLFHRUDGULQNLQJDOFRKROLFDWDQ$$PHHWLQJ,WLVSRVVLEOHWRµJRWKrough the 
PRWLRQV¶ DQG HYHQ WR ORRN OLNH D &KULVWLDQ RU D UHFRYHULQJ DOFRKROLF EXW VXFK
jumping through hoops is oppressive rather than emancipatory. As Barnett (2007, 
p. 38) argues: 
Being has to be claimed as a key concept in any serious reflection 
on higher education, especially any thinking concerned with 
students and their experience. It is through her being that the 
student comes into a relationship or, rather, a set of relationships 
with all that she encounters. It is through her being that the student 
makes or declines to make her own interventions into those 
experiences, and so make those experiences partly her own.  
 
,I VWXGHQW LGHQWLW\ LQIOXHQFHV VWXGHQWV¶ UHVSRQVHV WR WKHLU FRXUVHV WKHQ LW
needs to be a priority for HE at all levels. Others have shown that success in 
writing (Gourlay, 2009) and participation in practice (O'Donnell & Tobbell, 2007) 
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can help students to begin to construct the self as academic, and I have added to 
RXU XQGHUVWDQGLQJ RI VWXGHQWV¶ HPHUJLQJ DFDGHPLF LGHQWLWLHV E\ KLJKOLJKWLQJ WKH
enabling role that can be played by talk about practice within the context of 
practice. In Chapter 9 I briefly comment on the effect of my research on the local 
context in which it was conducted before drawing together the findings from my 
three empirical chapters and making pedagogical recommendations.  
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Chapter 9 
Conclusion 
9.1 Introduction 
Action research begins with an intention to improve the existing situation, 
and the desire to make improvements continues after the study has been written 
up. Revalidation in 2011 resulted in ES1A being replaced with a new 30 credit 
module (EX130) and I was able to use the findings from the main study to build in 
more time for reading together in class, talking about different types of text, 
different purposes for reading and different approaches to reading for the 2011-12 
FRKRUW 7KH µSODQ DFW UHYLHZ UHIOHFW¶ F\FOH FRQWLQXHV LQ WKH FRQtext of the 
PRGXOH DQG KDV DOVR LQIOXHQFHG WKH WHDFKLQJ DQG OHDUQLQJ DW 6W +XJK¶V $IWHU
describing the local impact of the research I briefly revisit the definition of a 
pedagogy of academic practice and my research questions and outline the 
importance of talk about practice, within the context of participation in practice, 
for each of the three domains: doing, knowing and being. I summarise the 
methodological and pedagogical insights arising from the research and conclude 
with pedagogical implications. I argue that HE curricula need to make room for 
participatory pedagogies that provide opportunities to talk about practice as well as 
about subject content, and that as successive governments position HE as a 
business transaction, and students as consumers, talk about practice might become 
even more necessary if we are to continue to seek to make HE transformational. 
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7KHLPSDFWRIWKHUHVHDUFKDW6W+XJK¶V 
This thesis began with the concern that many students on the Education 
Studies programme at St. +XJK¶V GLG QRW µJHW LW¶ D SUREOHP ZKLFK , IUDPHG LQ
WHUPV RI WKHLU QRW UHFRJQLVLQJ ZKDW ZDV LQFOXGHG LQ µEHLQJ DQG EHFRPLQJ¶ D
successful student. There are many different aspects of the student experience and 
PDQ\ZD\VWREHµVWXGHQW¶KRZHYHULQUHODWion to the academic experience, some 
ways are more successful than others. My aim was to enable students to access 
those ways that would enable them to achieve academic success. Academic 
practice is often seen as excluding, perpetuating the power relations that operate 
within the academy, and my pedagogical approach was driven by a desire to give 
access to the academy and associated powerful ways of knowing, doing, and 
being; HE should be transformatory, offering new possibilities for action in the 
world. I have previously noted that a single module is limited in what it can 
achieve, however, other Education Studies tutors and the learning support team 
have seen gains for students in the approach and my action research has reached 
beyond the module that was the focus of the research. 
 
7KH OHDUQLQJ VXSSRUW WHDP DW 6W +XJK¶V EHJDQ WR H[SORUH $FDGHPLF
Literacies shortly after I began my pilot study and have since produced resources, 
some based on my sessions, to support and encourage tutors across the institution 
to embed academic practice within their teaching. Together we gave a presentation 
to colleagues at an in-house learning and teaching conference in April 2011 to 
promote an Academic Literacies approach across the institution. Additionally, as 
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part of a small project within the institution I worked with other module leaders in 
Education Studies to try to ensure that the embedding of practice within module 
content is not limited to the first semester of the first year, but is included 
throughout all modules, responding to the different contexts, including disciplinary 
emphases and epistemological positions, of the different modules. Although they 
VWLOOXVHWKHGLVFRXUVHRIµVWXG\VNLOOV¶ WRWDONDERXWVWXGHQWV¶DFDGHPLFUHDGLQJDQG
writing, Education Studies tutors, many of whom have been involved in teaching 
ES1A, have been broadly supportive of the initiative. Nevertheless, some are 
anxious about the prospect of trying to integrate academic practice into their own 
modules. Discussion of different academic literacies in different contexts allows 
tutors to discuss the contested nature of academic literacies, and to help students to 
recognise that there is a reason why different kinds of writing are more or less 
appropriate for different departments or in different modules. However, achieving 
such an approach across an institution is not easy.  
 
Embedding innovations in institutional practices is difficult. Even when 
tutors are sympathetic to the innovation, changing modules takes time and effort 
that not all tutors have, or are willing to invest. The limited impact of educational 
UHVHDUFK RQ VFKRRO WHDFKHUV¶ SUDFWLFHV ZDV QRWHG LQ FKDSWHU  DQG WKHUH LV QR
reason to suspect that the situation is any different for university teachers. Further, 
whilst I am enthusiastic about the potential of a pedagogy of academic practice, 
some departments UHMHFW DQ\ UHVSRQVLELOLW\ IRU VWXGHQWV¶ DFDGHPLF OLWHUDF\
practices, and still need to be convinced of the value of the approach. Indeed, they 
are not convinced that there are different ways to write, and see their own 
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GLVFLSOLQDU\OLWHUDF\DVWKHµ*ROG6WDQGDUG¶RIZKLFKRWKHUGHSDUWPHQWVDUHIDOOLQJ
short. As Trowler and Cooper (2002) VXJJHVWWXWRUV¶LPSOLFLWWKHRULHVRIWHDFKLQJ
and learning will influence their willingness to accept innovations, and where there 
is a mismatch between their own beliefs and the theoretical framework informing 
the innovation, antagonism or anxiety can result.  
 
A pedagogy of academic practice will only be successful where tutors 
share the beliefs and values on which the approach is based. For example, in the 
pilot study, when tutors felt unable to relinquish responsibility to students, and 
students were positioned as dependent, the approach was not successful in 
enabling students to access recognition rules in relation to independent study. 
Similarly, when tutors are unwilling to accept any responsibility for supporting 
VWXGHQWV¶ academic literacy practices, students will struggle to access the 
realisation rules in relation to academic reading and writing. Yet I believe that 
there is evidence to convince others of the worth of the approach, and in the rest of 
this chapter I move from the particular to the general as I discuss the pedagogical 
implications arising from my study. 
 
9.3 6XSSRUWLQJWKHSURFHVVRIµEHLQJDQGEHFRPLQJ¶VWXGHQW 
Research into academic literacies informed my pedagogical approach 
which included two key elements in the pilot study. Firstly, literacy practices that 
are often implicit needed to be made visible and accessible; the articulation of 
practice gives students some idea of what is entailed, but descriptions and 
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explanations always fall short so students also need to be supported in 
participating in practice. Secondly, student participation in academic practices 
needs to be within the academic context in which those practices are embedded; 
subject matter and participation in academic practice need to be learned together in 
order to encompass the beliefs and values, including epistemologies and 
conventions, represented by particular ways of practising. Academic Literacies 
DOVRGUDZVDWWHQWLRQ WR WKH LPSRUWDQFHRI µEHLQJ¶ LQ UHODWLRQ WR OLWHUDF\SUDFWLFHV
The student is not merely a knower and a do-er, the student has an identity as 
knower and do-er which might or might not encourage their participation in 
academic practice. I therefore sought to enable students to appropriate academic 
identities. Examination of student engagement with academic content has been 
necessarily marginalised in my discussion by the focus on academic practice. 
However, content is always a contextualising factor; participation in and 
knowledge of practice, and identity positions made available to participants are 
always in relation to particular bodies of content, and associated epistemologies. 
My lack of attention to content is not to imply that it is unimportant, but out of 
necessity so that the focus can lie elsewhere, however, I suggested in chapter 7 that 
the pedagogical approach supports higher level engagement with content and as 
such is beneficial in relation to content as well as in relation to practice.  
 
My pedagogy of academic practice can be summarised as a three part 
approach: make practice visible; support participation in practice; position students 
DVµDFDGHPLF¶$OWKRXJK,ZDVLQLWLDOO\FRQFHUQHGZLWKDFDGHPLFOLWHUDF\SUDFWLFHV
and particularly writing practices, following the pilot study this interest broadened 
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to include a wider range of academic practices. My research questions also 
changed focus, from outcome to process, and in the main study I sought to 
investigate:  
 
How does my pedagogical approach support entry to the academic 
community? 
 
I explored this through three associated sub-questions: 
1. +RZ GRHV D µSHGDJRJ\ RI DFDGHPLF SUDFWLFH¶ IDFLOLWDWH SDUWLFLSDWLRQ LQ
academic practice? 
2. +RZ GRHV D µSHGDJRJ\ RI DFDGHPLF SUDFWLFH¶ IDFLOLWDWH NQRZOHGJH RI
academic practice? 
3. +RZGRHVDµSHGDJRJ\RIDFDGHPLFSUDFWLFH¶IDFLOLWDWHWKHGHYHORSPHQWRI
an academic identity? 
 
These questions focus on the process by which students working 
collaboratively in small groups can become peripheral participants in the academic 
FRPPXQLW\DQGLQVRGRLQJUHVSRQGWR*LEEV¶(2003, p. 22) plea that: 
We need theories about how teaching and learning methods 
DFWXDOO\ ZRUN « 7RR PDQy papers describe only the surface 
features of an intervention with little awareness of what is actually 
going on that might improve student learning. 
 
Although this is only a small scale study, comprising 32 students in one 
first year, first semester module, it offers insight into how a pedagogy of academic 
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practice can support students in their first term in HE, in their academic 
participation, knowledge and identity positions and I briefly summarise findings in 
relation to each. 
 
9.3.1 Academic participation 
  Students working in groups will establish ways of practising that are more 
RUOHVVUHFRJQLVDEOHDVµDFDGHPLF¶DQGZKLFKZLOOEHPRUHRUOHVVKHOSIXOWRWKHP
LQµEHLQJDQGEHFRPLQJ¶VXFFHVVIXOVWXGHQWV&RQFHSWXDOLVLQJWKHVPDOOJURXSVLQ
which studHQWV ZRUNHG DV FRPPXQLWLHV RI SUDFWLFH DQG GUDZLQJ RQ :HQJHU¶V
dimensions of practice (Wenger, 1998) I examined how, within the context of the 
small groups in which they worked, students established relationships (mutual 
engagement), negotiated ways of working together to achieve shared goals (joint 
enterprise), and established ways of practising (shared repertoire). Talk about 
practice was an element of various group tasks, but more than that, it was also the 
process by which groups negotiated their mutual engagement, joint enterprise and 
shared repertoire. Talk about academic practice itself became part of the shared 
repertoire and students also began to talk about aspects of academic practice 
spontaneously at other times. Talk about practice emerged as a practice in its own 
right, influencing not only participation in practice but also knowledge of 
academic practice and the construction of academic identities.   
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9.3.2 Academic knowledge 
 It is necessary to make academic practice visible, and description, 
explanation and explication can all provide students with reified µNQRZOHGJH¶RI
DFDGHPLF SUDFWLFH :HQJHU¶V (1998) model of participation and reification as a 
duality of meaning provided a lens to examine the relationship between reified 
knowledge of practice and participation in practice. A shift in aspects of VWXGHQWV¶
participation in practice, including attempts to develop understanding rather than 
simply complete tasks, to engage with different ideas, to construct meaning 
together, to support claims with evidence, to relate discussion to theory and to 
reference accurately, could be seen to be a result of the dynamic relationship 
between reification and participation where each had the potential to influence and 
be influenced by the other. Talk about practice was shown to be the enabling 
factor in this dynamic relationship. When students talked about practice within the 
context of participation in practice they were able to use their reified knowledge to 
inform participation, and to use their experience of participation to construct new 
knowledge.  
 
Literacy practices, and the wider academic practices of which they are a 
part, reflect beliefs and values, and it was clear that beliefs about the purpose and 
value of reading and writing influenced participation. Whereas students could 
begin to recognise and appreciate the purpose and value of academic writing 
practices through collaborative participation, this was not the case for reading 
practices. In relation to reading, students were introduced to new knowledge with 
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limited opportunity for collaborative participation, and their talk was about what 
they had done previously or might do at some time in the future. Such talk was 
located within the context of reification of practice rather than within the context 
of participation in practice. On these occasions students had difficulty 
understanding the purpose of practices that had been reified and there was no 
evidence that they appropriated them. Without participation, talk about academic 
practice appeared to be of limited value, and on some occasions reinforced 
unhelpful reifications.  
 
9.3.3 Academic identity 
Identities are constructed partly in response to how one is positioned by 
others and the identity positions that are made available. The pedagogic approach, 
GHOLEHUDWHO\ VRXJKW WR PDNH DQ µDFDGHPLF¶ LGHQWLW\ DYDLODEOH E\ SRVLWLRQLQJ
students as participants in academic practice. Through their participation in 
practice and consequent talk about practice, students were obliged to think of the 
self as a participant in that practice, a context which led them to explore their 
identity positions in relation to practice and in which most sought to construct 
narratives that told the self as academic. In contrast to much research that indicates 
rejection of an academic identity, students in this study sought to tell themselves as 
DFDGHPLFHYHQZKHQWKHLUµSHUIRUPDQFH¶RIacademic was in question. Listening to 
students in an academic context reveals the academic student in a way that might 
not be revealed by other research. 
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Despite research proposing the embedding of teaching and learning about 
academic practice in subject teaching, there is little published research exploring 
the consequences of doing so (exceptions are Wingate et al., 2011 and Mitchell 
and Evison, 2006) and none which listens to what students actually say to each 
other when they are working collaboratively in order to examine the nature of 
student participation and the processes through which participation changes. This 
LV ZKHUH P\ RULJLQDO FRQWULEXWLRQV OLH LQ WKH LQVLJKW LQWR VWXGHQWV¶ SDUWLFLSDWLRQ
afforded by my methodological approach; and in the finding that talk about 
practice that is situated within collaborative participation in practice is 
instrumental in supporting VWXGHQWV¶ entry to the academic community through 
their changing participation in academic practice, knowledge of academic practice, 
and construction of the self as academic. 
 
9.4 Methodological insights 
In seeking to explore how a pedagogy of academic practice can support 
students in the transition into HE, I have looked not at what students say about 
their experience, or at their written work, but at their collaborative participation in 
practice. I therefore offer, as far as I know, a unique insight into the lived 
experience of a group of students in one module in the first term of their first year 
and show how they find ways to participate in academic practice, to make sense of 
the knowledge they are given about academic practice, and to construct the self as 
academic. My finding that students were keen to claim an identity that included 
µDFDGHPLF¶ LV LQ FRQWUDVW WR PXFK RI WKH OLWHUDture which identifies academic 
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practice as alienating and focuses on rejection of academic identity. However, 
µZKDWZHNQRZDERXWVWXGHQWOHDUQLQJGHSHQGVRQZKHUHZHORRNDQGLVDOZD\VD
UHIOHFWLRQ RI VSHFLILF SXUSRVHV DQG LQWHUHVWV¶ (Haggis, 2009, p. 388), and my 
findings in Chapters 6 and 7 can help to illuminate why I have found something 
different. 
Much research uses interview or focus group data and so reflects how the 
student understands that context. Drawing on the conceptualization of overlapping 
and intersecting communities of practice that informed my discussion in Chapter 
6, when in an interview or focus group, the student, who is positioned at the 
intersection of several communities of practice, may respond primarily as a 
member of an alternate, non-academic, community. They may bring other aspects 
of the self to the fore, such as the working-class student self or the alienated 
student self which leave the academic student self hidden. I do not deny the very 
real resistance and alienation that students can experience; these responses are of 
course valid, and reveal a particular dimension of how students experience their 
university courses, but they may conceal other possible ways of relating to 
academic practice at other times and in other contexts.  
 
In the academic context of the workshops, students are positioned as 
µDFDGHPLF¶ and participate in academic practice, so the academic student self is 
IRUHJURXQGHG ,I ZH DUH WR ILQG WKH µDFDGHPLF¶ GLPHQVLRQV RI VWXGHQW LGHQWLW\
anywhere it is likely to be here. Additionally, the type of talk is different in the two 
contexts. In Chapter 7 I drew a distinction between talk about practice within 
participation and talk about practice within reification. Talk in an interview or 
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focus group is necessarily within the context of reification rather than participation 
and may or may not reflect how students talk within participation. My research has 
shown that when the data are recordings of what students actually say and do when 
participating in academic practice, almost all were keen to claim a place in the 
academic community, and talk about practice within the context of participation in 
practice is what enabled students to find ways to participate in academic practice, 
to make sense of the knowledge they were given about academic practice, and to 
construct the self as academic. 
 
9.5 Talk about practice within participation in practice 
0\ILQGLQJ WKDW WDON DERXWSUDFWLFH LV FHQWUDO WR VWXGHQWV¶ FRQVWUXFWLRQRI
meaning about practice is, perhaps, not surprising. Sociocultural theorists have 
demonstrated the significance of dialogic interaction, both with each other and 
ZLWKDGXOWVIRUFKLOGUHQ¶VOHDUQLQJ(For example, Alexander, 2008; Barnes, 2008; 
Barnes & Todd, 1995; Bruner, 1996; Mercer & Hodgkinson 2008; Mercer & 
Littleton 2007; Vygotsky, 1978; Wells, 1999) and the importance of talk for the 
construction of meaning is widely accepted. The role of talk is less prominent in 
research into undergraduate learning, although there is increasing interest in 
pedagogical approaches involving collaborative learning, including problem-based 
or inquiry-based learning (Ertl & Wright, 2008; Gibbs, 2010). Clearly talk is 
LPSOLFDWHGLQFROODERUDWLYHSUDFWLFHµGLDORJLFOHDUQLQJ«LVVHHQE\PDQ\DVYLWDO
to the problem-EDVHG DSSURDFK¶ (Savin-Baden, 2003, p. 91), and Mann (2008) 
DGYRFDWHV DQDSSURDFK LQ+(ZKHUH µ'LDORJXHDQGGLVFXVVLRQEHFRPHFHQWUDO WR
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VHHNLQJDQGFODULI\LQJXQGHUVWDQGLQJ¶ SKRZHYHUVKHQRWHVWKDWµ2QHDVSHFW
of the world that is not often opened up to dialogue in higher education is the 
ZRUOGRIDFDGHPLFSUDFWLFH LWVHOI¶ S6ome scholars advocate talking with 
HE students about academic practice as part of the pedagogical approach (Elton, 
2010; Haggis, 2006; Jones, 2009; Northedge, 2002), but they do not draw the 
distinction as I have done between talk within participation and talk within 
reification. 
 
My research shows the importance of talk about practice in contexts where 
students are positioned as participants in that practice. Hanks, in the foreword to 
Lave & Wenger (1991, p. 22) VWDWHVµ4XLWHVLPSO\LIOHDUQLQJLVDERXWLQFUHDVHG
access to performance, then the way to maximize learning is to perform, not to talk 
DERXWLW¶\HWZKHQRQHORRNVDV,KDYHGRQHDWWKe talk about practice that takes 
place within the context of participation in practice, it is apparent that it is through 
such talk that students make sense of academic practice and position themselves in 
relation to that practice.  
 
9.6 Pedagogical implications  
Pedagogical implications arising from my study can be summarised as: 
i) Position students as QRYLFH µDFDGHPLFV¶ This is the first step to students 
seeing themselves as academic since tutors are the ones whose judgement 
they trust. 
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ii) Make practice explicit so that students have some sense of what it is they 
are trying to do. 
iii) Provide opportunities for exploring what that explicit knowledge means in 
the context in which it is practiced.   
iv) Create a culture where talk about practice becomes a practice of the 
community, since through that talk that students establish: 
a. what they are trying to do 
b. how to do it 
c. their position in the community 
 
The first three do not, perhaps, offer much that is new, although my work has 
provided additional evidence that these things are important. It is the final 
implication that arises from the main study that provides insight into how the other 
three make a difference to the student experience, and it is this that I consider first.  
 
9.6.1 Building a community that talks about practice 
Student groups working collaboratively will establish practices that guide 
how they interact with each other, the tutor and the tasks that they are given. If 
these practices are to support entry to the academic community, it is essential that 
they are distinctly academic, that they are in some way different from the practices 
in the bar or on the football field. Subject tutors need to accept that appropriating 
academic practice is problematic and that it falls within their remit to support 
students in the process, in all modules at all stages of the programme. Modules 
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need to be planned not only in relation to subject content but also in relation to 
specific aspects of academic practice that will be made visible and practiced in the 
context of the module content. Talking about academic practice needs to be seen 
as legitimate as talking about subject content, and this can be achieved through 
planning both activities that direct students to talk about practice and activities 
where talk about practice is necessary to complete the activity.   
 
Talk about practice can occur both as part of the whole group and within 
smaller groups, each offering different benefits. In the whole group, common 
misconceptions can be addressed, and academic practice can be modelled most 
easily, but the talk can actively involve only a minority of the students. In small 
groups there is a greater requirement for all to contribute and the possibility for 
contributing in a more tentative way than in the full glare of the whole group, but 
greater possibility for low level, unhelpful and off-task talk. When students work 
in small groups the tutor is not necessarily aware of unhelpful practices, or 
unhelpful talk about practice, which can go unchallenged.  
 
In seeking to give students as much opportunity as possible to work 
collaboratively with each other, I limited the time spent on whole group talk, and 
consequently restricted my own participation in collaborative construction of 
meaning and did not always have the opportunity to address misconceptions or 
model academic practice. However, I do not believe that working as a whole group 
more often is the answer; misconceptions are also not addressed when students 
remain silent in whole group discussion, and modelling is only valuable insofar as 
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it influences practice. Where whole group work predominates, students may learn 
WREHVLOHQWLQWKHLUILUVW\HDUDSDVVLYHZD\RIµEHLQJ¶DQGLIWKH\OHDUQQRWWRVHH
themselves as participants in academic practice that might be even more limiting. 
In order to successfully forge communities of practice, students need to spend time 
working together so that they can establish mutual engagement, joint enterprise 
and shared repertoire. It is helpful to examine the pedagogic approach using 
%HUQVWHLQ¶V FRQFHSWXDOLVDWLRQRI µIUDPLQJ¶ WKH ZD\ WKDWZKDW LV WREH OHDUQHG LV
selected, ordered and transmitted (Bernstein, 2000). Where framing is strong, as it 
can be in whole group activity, the resultant visible pedagogic practice makes 
expectations explicit, but leaves little room for the exploration and interpretation 
made possible by the weaker framing of small group work. A balance must be 
struck between whole group work where tutors can model and make visible the 
µOHJLWLPDWH WH[W¶ LELG S  DQG VPDOO JURXS ZRUN ZKHUH VWXGHQWV FDQ
collaboratively begin to produce the legitimate text. 
 
Small group work involves a necessary transfer of power, from the tutor to 
the students. In the ways that students manage their groups, and the negotiations 
that ensue, students are positioned as responsible for making decisions about how 
they practise, and the practices that become part of their shared repertoire. There 
was more off-task talk in my recordings than I would have liked, yet if talk about 
academic practice is as important as I suggest, tutors must sometimes accept talk 
from other communities of practice in order for students to establish ways to re-
orient the group to academic talk, as most did in my study. Trusting students to 
PDQDJH WKHLU RZQ JURXSV LQ WKLV ZD\ UHTXLUHV WXWRUV WR µOHW JR¶ DQG WR H[SHFW
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students to take control rather than to be controlled. Where responsibility is ceded 
to students they see that tutors are not positioning them as dependent but as 
emerging members of the academic community. For some tutors and students this 
transfer of responsibility is difficult but it is, perhaps, the most important aspect of 
the pedagogical approach.  
9.6.2 PositioQLQJVWXGHQWVDVµDFDGHPLF¶ 
6WXGHQWV QHHG WR EH SRVLWLRQHG E\ WKHLU WXWRUV DV µDFDGHPLF¶ WKURXJK D
pedagogic approach that includes participation in practice and talk about practice, 
so that they can position themselves in relation to practice. If students are 
positioned as peripheral participants in academic practice, they have a 
responsibility to behave as participants, to complete reading and other preparation, 
and to make contributions. My pilot study showed that such an approach requires a 
µOHWWLQJJR¶ of control that some tutors found difficult, yet tXWRUVFDQOLPLWVWXGHQWV¶
participation in the academic community if they position the students as dependent 
and, in effect, support the construction of student communities where the practices 
are more like school and students rely on their tutors to provide for them. This is 
particularly undermining if aspects of academic practice, such as preparing for 
sessions and bringing reading, have been reified only to have tutors anticipate and 
adapt to non-participation.   
 
Tutors need to be aware of how their actions position students and, if 
QHFHVVDU\ ILQG DOWHUQDWH ZD\V RI µEHLQJ WXWRU¶ WKDW GR QRW GHQ\ WKH VWXGHQWV¶
positioning as legitimate peripheral participants. Reifications of academic 
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practices such as arriving on time, prepared to contribute, in possession of the 
necessary preparation can be explored together at the outset of the module, and 
then revisited within the context of participation in those practices during the 
module. However, if such reifications provided by the tutor do not match their 
SUDFWLFHVWKHPHVVDJHLVµ7KLVLVZKDWDFDGHPLFVWXGHQWVGREXW,GRQRWVHH\RX
DVDFDGHPLF¶DQGWKHSRWHQWLDOIRUWKHVWXGHQWV¶LGHQWLWLHVDVµDFDGHPLF¶DQGWKHLU
VHQVH RI DFDGHPLF SUDFWLFH EHLQJ µZKDW , GR¶ LV GLPLQLVKHG 7XWRUV QHHG WR
consistently position students as novice academics, who participate in academic 
practice, from the outset of their course.  
 
9.6.3 Talk to connect knowing and doing 
Pedagogical arrangements need to be made that bring together knowledge 
of academic practice and participation in academic practice. A pedagogy of 
DFDGHPLFSUDFWLFHVXSSRUWHGVWXGHQWV¶FRQVWUXFWLRQRINQRZOHGJHDERXWSUDFWLFHDV
they made the transition into HE, and talk about practice was instrumental in 
providing that support. However, I distinguish between talk about practice within 
the context of participation in practice and that which is separate from 
participation. Making academic practice visible is partly achieved through 
reification of practice, explicitly telling students about aspects of practice, defining 
and exemplifying those things which often remain hidden, and providing 
opportunity for discussion. Such talk about practice might help to clarify, yet it is 
insufficient without participation in practice, through which the meanings of the 
reifications can begin to be explored within the context in which they are used. 
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When this participation is collaborative, talk about practice within the context of 
participation in that practice, allows meaning to be constructed.  
 
In their initial conceptualisation of communities of practice, Lave & 
Wenger (1991) place importance on learning to talk as a legitimate peripheral 
participant in the community of practice, using the discourse practices of the 
community, however they do not deal with the role such talk plays in the 
LQGLYLGXDO¶V WUDMHFWRU\ WR IXOOHU PHPEHUVKLS DQG WDON µDERXW¶ practice is 
marginalised, without consideration of the role it might also play. Yet talk is what 
brings reification and participation together. Whereas Lave & Wenger, and later 
Wenger, are dismissive of the value of talk, and leave a mystery hanging over how 
the legitimate peripheral participant becomes a fuller participant, I have 
demonstrated the role of talk about practice within the context of practice in this 
process. 
 
The necessity for reification of knowledge about practice, participation in 
that practice, and talk about practice as part of participation has implications for 
the planning of all modules, not just a single first year, first semester module. I 
KDYHQRWHG WKDW DOWKRXJKDSHGDJRJ\RIDFDGHPLFSUDFWLFHGLG VXSSRUW VWXGHQWV¶
entry to the academic community, they were still very much on the periphery. To 
sustain an inward trajectory, the pedagogical approach needs to be sustained across 
modules and across all levels of study so that talk about academic practice is 
always within the context in which it is practiced. I take both a macro view, in 
ZKLFKµDFDGHPLFSUDFWLFH¶LQ LWVEURDGVHQVHFDQEHXQGHUVWRRGDVhaving shared 
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characteristics across the academy, and a micro view in which it is recognised that 
these characteristics will look different in different modules and assignments, so 
they need to be re-examined with students in each module. Students need to be 
constantly positioned as participants, who not only practice but also talk about 
practice: practices will be understood differently in new contexts; constructions of 
meanings will become more complex; practices will be understood as contested; 
students may even begin to see themselves as not only having the power to 
participate in practice but also to challenge practice. This is the key to continuing 
to understand practice more fully, to constructing meaning about what it means to 
practise academically and to constructing the self as academic - as a participant 
and one who talks about practice. Although I use academic practice broadly, to 
UHIHU WR OLWHUDF\SUDFWLFHVDQG WKH µEUHDGDQGEXWWHU¶SUDFWLFHVRIDFDGHPLF OLIH ,
am aware that both in my own work and across the academy, more attention needs 
to be given in curriculum planning to academic reading practices. 
 
9.6.4 Addressing the invisibility of reading 
$FDGHPLF UHDGLQJ LV PDUJLQDOLVHG LQ WKH OLWHUDWXUH DQG LQ VWXGHQWV¶
perceptions. It needs to be foregrounded as a practice in its own right, as part of 
the meaning-making process, not only as information gathering for written work. 
Seeing reading as accumulation, as many students do, makes assumptions about 
the truth of texts, leading to one-directional engagement (from the text to the 
student) rather than a dialogue. Engaging students in academic reading was the 
least successful aspect of the intervention. Despite adapting the pedagogical 
approach to make reading practices visible, participation in academic reading in 
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workshops was limited. This was in contrast to regular opportunities to participate 
collaboratively in writing practices within workshops, and may have contributed to 
VWXGHQWV¶ FRQWLQXHG SRVLWLRQLQJ RI DFDGHPLF UHDGLQJ DV OHVV LPSRUWDQW WKDQ
academic writing, since the pedagogic approach appeared to do so. Collaborative 
writing which used reading that had been carried out as preparation, but in which 
reading itself was not the main focus, reinforced the view of reading as being in 
the service of writing and implied that writing practices needed to be addressed in 
a way that reading practices did not. But the problem lies not only in the way that 
the pedagogic arrangements led reading to be positioned. 
 
Whilst the absence of participation in reading practices in the course design 
was a pedagogical omission, it was not simply the absence of participation, but the 
absence of thH NLQG RI WDON WKDW SDUWLFLSDWLRQ DIIRUGV WKDW OLPLWHG VWXGHQWV¶
construction of meaning in relation to academic reading practices. Talk about 
DFDGHPLF ZULWLQJ ZLWKLQ WKH FRQWH[W RI FROODERUDWLYH ZULWLQJ DOORZHG VWXGHQWV¶
individual reifications and ways of participating to inform and be informed by 
shared group reifications and ways of participating. Talk about academic reading 
was not in the context of collaborative reading, but in the context of reifications of 
reading; reification and participation were VHSDUDWH DQG VR VWXGHQWV¶ UHLILFDWLRQV
were not modified by participation, and on some occasions, unhelpful reifications 
were reinforced.   
 
Ways must be found to incorporate academic reading into collaborative 
participation so that the reifications of academic reading practices can be 
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connected meaningfully to participation in those practices through talk within the 
context of participation in practice. This is perhaps the greatest challenge since 
reading is not usually a collaborative task. People read at different speeds and my 
experience is that some students find having to read in class quite stressful, 
sometimes so much so that they are unable to take any meaning from the text, 
reading and re-reading words without understanding. Rather than admit defeat in 
relation to collaborative reading I see future research opportunities. Very short 
texts or sections of text might be read together and used by groups for a range of 
purposes to establish reading as making meaning rather than accumulating 
information, and to establish collaborative reading as non-threatening and part of 
µZKDWZHGR¶,ZRXOGDOVROLNHWRH[SORUHKRZDQ[LHW\PLJKWEHUHGXFHGE\JLYLQJ
reading in advance and then reading it again in the workshop for different 
purposes. This would allow students to participate in and talk about different ways 
of reading a text, different ways of engaging with the content and different ways of 
recording and using text within the context of participation in reading.  
 
9.7 Final remarks 
My study sheds light on how students work together in small groups, and 
how a pedagogy of academic practice can support entry to the academic 
FRPPXQLW\ 2¶'RQRYDQ HW DO (2008) question whether or not communities of 
practice can be cultivated in HE and if any benefit would derive from doing so, but 
I see their first question as misconstrued; people working together in groups will, 
in any case, create their own communities of practice. Students working in small 
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groups will find ways to work together, and the practices in which they participate 
will resemble academic practices to a greater or lesser extent. The question is 
whether or not tutors can influence the practices in which students participate and 
the nature of their mutual engagement, joint enterprise and shared repertoire so 
that they support student success. Practice defines the community, and from this 
perspective, a pedagogical approach centred on participation in academic practice, 
and in which talk about practice is promoted, is one way that the communities that 
VWXGHQWV FRQVWUXFW FDQ EH FXOWLYDWHG DV µDFDGHPLF¶ 7KH EHQHILWV OLH LQ VWXGHQWV¶
participation in and knowledge of academic practice and a context in which to 
construct an academic identity.  
 
The pedagogy of academic practice relied on collaborative participation, 
but others have sought to support student engagement in academic practice in 
different ways. Cant & Watts (2007) describe an intervention to enable ways of 
WKLQNLQJDQGSUDFWLVLQJDVVRFLRORJLVWVVSHFLILFDOO\WKHµVRFLRORJLFDOLPDJLQDWLRQ¶
(Mills, 1959). They provided access to the field of sociology through making 
academic practice visible and supporting participation in sociological practice 
within the context of tiered learning tasks set on a VLE. Their approach was 
successful in increasing pass rates and student satisfaction, and although the 
intervention was online, seminars shared features of the workshops in my module, 
including: 
[C]ollaborative discussion of the tiered learning exercises, 
encouraging peer support and engendering the ability to articulate 
DQG PDQLSXODWH WKHLU QHZO\ DFTXLUHG NQRZOHGJH EDVH «
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opportunity to make explicit some of the tacit features of learning 
within a community- the rules of academic communication and 
debate; the expectations of participation; and the sharing of 
expertise. (Cant & Watts, 2007, p. 13) 
 
In another recent study, Wass et al. (2011) H[DPLQHGVWXGHQWV¶FULWLFDOWKLQNLQJLQ
a zoology degree and concluded that the provision by tutors of all materials and a 
focus on the mastery of factual information in the first year limited critical 
thinking, which did not emerge until the second year when learning through 
research became the major pedagogical approach. Students in the second year 
began to see the purpose of critical thinking, and talk within the context of 
participation provided a context for epistemological shift: 
[F]ormal and informal conversations helped students towards what 
RQH GHVFULEHG DV µWKLQNLQJ OLNH D UHVHDUFKHU¶ &XUULFXOXP
FRPSRQHQWV WKDW SURYLGHG FRQYHUVDWLRQDO VSDFH « VXSSRUWHG
changing dispositions as students matured and formed new 
attitudes to their own learning and that of their peer group. (Wass 
et al., 2011, p. 326) 
 
Similar outcomes can be achieved in different ways, but making practice 
explicit and providing opportunity to participate in practice and to talk about 
practice appear to be common elements. In my own research, and that of Cant & 
Watts, the transition to HE is presented as embarking on something new, whereas 
in Wass et al. (2011) the students reported that although they had expected 
university to be different, their first year resembled the learning they had done in 
school, mostly memorising information to pass exams. As Reay et al. (2010) have 
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indicated, there may be a sense of security for students when the HEI provides 
continuity for the student rather than change, but there are costs in the more 
limited potential for accessing academic practice and acquiring academic 
identities. Students expect HE to make new demands; institutions should not seek 
continuity but rather should expect that students will engage with academic 
practice if it is made visible to them and they are supported in participation.  
 
In contrast to the research that shows students rejecting academic 
identities, most of the students in this study did want to be academic, they did want 
to succeed and they did try to do what they thought they needed to do. However, 
the future is uncertain. The main reason given by successive cohorts of students 
for applying for the course is as a route to a better paid job; intellectual growth and 
personal fulfilment were both cited less frequently, and we can speculate that this 
will become even more marked in future. HE is currently not within the 
government portfolio of the Department for Education, but in the Department for 
Business, Innovation and Skills where the discourse of the marketplace prevails. 
Molesworth et al. (2009) argue that a market-led university sector is incompatible 
with a transformational one and that tutors need to resist pressure from managers 
and students that would subsume HE into the discourse of the market where 
students are positioned as consumers, learning is seen as a commodity, and 
degrees are judged by their exchange value, rather than learning being valued for 
its inherent usefulness (Ainley, 2008; Lave & Wenger, 1991; Mann, 2008). An 
incident some years ago that contributed to my growing realisation that academic 
practice needed to be explored with students was when a student, eager to do well, 
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VDLGµ-XVWWHOOPHZKDW,QHHGWRZULWHDQG,¶OOZULWHLW¶. If the consumer is always 
ULJKWSUHVVXUH WR µMXVW WHOO WKHPZKDW WRZULWH¶PLJKW LQFUHDVH, particularly when 
students are paying up to £9000 a year for their tuition, over one third of the 
median gross annual earnings in 2011 (Annual Survey of Hours and Earnings 
2011).  
 
There is evidence that students from institutions across the sector do still 
value disciplinary knowledge and the possibility for transformation. Ashwin et al. 
(2011) found that what the Social Science students in their study valued most was 
the breadth of thinking about the world, and the potential to contribute to society 
in new ways that their degrees made possible, rather than the financial return they 
might one day provide. Nevertheless, we may be entering an age when students, as 
FRQVXPHUV SD\LQJ VLJQLILFDQWO\ LQFUHDVHG IHHV ZLOO GHPDQG OHVV µDFDGHPLF
SUDFWLFH¶DQGPRUHIDFWXDOFRQWHQW WREHUHWDLQHGDQGUHJXUJLWDWHG. The challenge 
may become to persuade students that academic practice is important; that their 
degree should involve critique of beliefs and principles in order to be the stXG\µRI¶
DVZHOODV VWXG\ µIRU¶ (Barnett, 1997; Molesworth et al., 2009). Another area for 
research presents itself. Talk about practice would seem to be an obvious tool for 
exploring with students the value of academic ways of thinking and practising, and 
their transformatory potential for their lives beyond the university. Can talk about 
practice help convince students that academic practice is worthwhile? That being 
academic is worthwhile? Because convince them we must, otherwise we will be 
reduced to what I see as an unethical business model that takes their (borrowed) 
money and gives them something they have been told is valuable but which does 
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little to help them see beyond their immediate circumstance to other, as yet 
unimagined, ways of knowing, doing and being.   
  
  370 
  371 
References 
 
Ainley, P. (2008). The varieties of student experience - an open research question 
and some ways to answer it. Studies in Higher Education, 33(5), 615 - 624. 
Ainley, P. (2009). What Education Studies is and what it might be. 
Educationalfutures, 2(1), 3-13. 
Alexander, R. (2008). Towards dialogic teaching: rethinking classroom talk. 
Fourth edition. York: Dialogos. 
Alston, F., Gourlay, L., Sutherland, R., & Thomson, K. (2008). Introducing 
scholarship skills: academic writing: The Quality Assurance Agency for 
Higher Education. 
Amin, A., & Roberts, J. (2008). Knowing in action: Beyond communities of 
practice. Research Policy, 37(2), 353-369. 
Anderson, C., & Hounsell, D. (2007). Knowledge practices: 'doing the subject' in 
undergraduate courses. Curriculum Journal, 18(4), 463-478. 
Annual Survey of Hours and Earnings (2011). Retrieved 07.05.2012. from 
http://www.ons.gov.uk/ons/rel/ashe/annual-survey-of-hours-and-
earnings/ashe-results-2011/ashe-statistical-bulletin-2011.html. 
Archer, L. (2003). The 'value' of higher education. In L. Archer, M. Hutchings & 
A. Ross (Eds.), Higher Education and Social Class. London: 
RoutledgeFalmer. 
Archer, L. (2007). Diversity, equality and higher education: a critical reflection on 
the ab/uses of equity discourse within widening participation. Teaching in 
Higher Education, 12(5), 635 - 653. 
Archer, L., & Hutchings, M. (2000). 'Bettering Yourself'? Discourses of risk, cost 
and benefit in ethnically diverse, young working-class non-participants' 
constructions of higher education. British Journal of Sociology of 
Education, 21(4), 555 - 574. 
Archer, L., & Leathwood, C. (2003). Identities, inequalities and higher education. 
In L. Archer, M. Hutchings & A. Ross (Eds.), Higher Education and social 
class; issues of exclusion and inclusion London: Routledge Falmer. 
Ashwin, P. (2009). Analysing Teaching-Learning Interactions in Higher 
Education. London: Continuum. 
Ashwin, P., Abbas, A., & McLean, M. (2011). A bad deal for 'consumers'. Times 
Higher Educational Supplement,  
Barnes, D. (2008). Exploratory Talk for Learning. In N. Mercer & S. Hodgkinson 
(Eds.), Exploring Talk in School. London: Sage. 
Barnes, D., & Todd, F. (1995). Communication and Learning Revisited: Making 
Meaning Through Talk. Portsmouth, NH: Boynton/Cook. 
Barnett, R. (1997). Higher Education: A Critical Business. Buckingham: Open 
University Press. 
Barnett, R. (2000). Realizing the University. Buckingham: Open University Press. 
Barnett, R. (2007). A Will to Learn. Maidenhead: Open University Press. 
Barnett, R., Parry, G., & Coate, K. (2001). Conceptualising Curriculum Change. 
Teaching in Higher Education, 6(4), 435 - 449. 
  372 
Bartlett, S., & Burton, D. (2006). 7KH*URZWKRIWKHµ1HZ(GXFDWLRQ6WXGLHV¶
[Electronic Version]. Escalate Newsletter, 6-7. Retrieved 09.02.12, from 
http://escalate.ac.uk/4279 
Barton, D., & Hamilton, M. (2000). Literacy practices. In D. Barton, M. Hamilton 
& R. Ivanic (Eds.), Situated Literacies: Reading and writing in context. 
London: Routledge. 
Barton, D., & Hamilton, M. (2005). Literacy, Reification and the Dynamics of 
Social Interaction. In D. Barton & K. Tusting (Eds.), Beyond Communities 
of Practice. Language, Power and Social Context (pp. 14- 35). Cambridge: 
Cambridge University Press. 
Barton, D., & Tusting, K. (2005). Introduction. In D. Barton & K. Tusting (Eds.), 
Beyond Communities of Practice. Language, Power and Social Context 
(pp. 1-13). Cambridge: Cambridge University Press. 
Bath, C. (2009). When does the action start and finish? Making the case for an 
ethnographic action research in educational research. Educational Action 
Research, 17(2), 213-224. 
Bathmaker, A.-M., & Avis, J. (2005). Becoming a lecturer in further education in 
England: the construction of professional identity and the role of 
communities of practice. Journal of Education for Teaching, 31(1), 47 - 
62. 
Baxter-Magolda, M. (2003). Learners' narratives: real-life stories about 
constructive-developmental pedagogy. In C. Rust (Ed.), Improving Student 
Learning Theory and Practice - 10 years on (pp. 27-36). Oxford: The 
Oxford Centre for Staff and Learning Development  
Baynham, M. (2000). Academic Writing in New and Emergent Discipline Areas. 
In M. R. Lea & B. Stierer (Eds.), Student Writing in Higher Education. 
New contexts (pp. 17-31). Buckingham: Open University Press. 
Benwell, B., & Stokoe, E. H. (2002). Constructing discussion tasks in university 
tutorials: shifting dynamics and identities. Discourse Studies, 4(4), 429-
453. 
Benwell, B., & Stokoe, E. H. (2006). Discourse and Identity. Edinburgh: 
Edinburgh University Press. 
BERA. (2004). Revised ethical guidelines for educational research [Electronic 
Version]. Retrieved 3.02.08, from 
http://www.bera.ac.uk/system/files/ethica1.pdf 
Bernstein, B. (1974). Class, Codes and Control Volume I: Theoretical Studies 
towards a Sociology of Language (2nd edition). London: Routledge and 
Kegan Paul. 
Bernstein, B. (2000). Pedagogy, Symbolic Control, and Identity: theory, research, 
critique. Revised edition. Oxford: Rowman and Littlefield. 
Bernstein, B. (2003). Class, codes and control: Volume IV: The Structuring of 
Pedagogic Discourse. London: Routledge. 
BESA. (2005). BESA First Annual Conference   Retrieved 18.08.10, from 
http://www.educationstudies.org.uk/conferences/first_annual_conference 
Blair, T. (1999). Labour Party Conference, Blackpool. 
  373 
Blanton, M. L., & Stylianou, D. A. (2009). Interpreting a Community of Practice 
Perspective in Discipline-Specific Professional Development in Higher 
Education. Innovative Higher Education, 34(2), 79-92. 
Bligh, D. A. (1972). What's the use of lectures? 3rd. ed. Harmondsworth: Penguin. 
Bloxham, S., & West, A. (2007). Learning to write in higher education: students' 
perceptions of an intervention in developing understanding of assessment 
criteria. Teaching in Higher Education, 12(1), 77 - 89. 
Booth, A. (2005). Worlds in collision: university tutor and student perceptions of 
the transition to university history. Teaching History, 121, 14-19. 
Bowl, M. (2001). Experiencing the barriers: non-traditional students entering 
higher education. Research Papers in Education 16(2), 141- 160. 
Bowl, M., Cooke, S., & Hockings, C. (2008). Researching across boundaries and 
borders: the challenges for research. Educational Action Research, 16(1), 
85 - 95. 
Brennan, J., & Osborne, M. (2005). The organisational mediation of university 
learning. Working paper 2. [Electronic Version]. Retrieved 09.02.10, from 
http://www.open.ac.uk/cheri/documents/somul_wp02.pdf 
Brennan, J., & Osborne, M. (2008). Higher education's many diversities: of 
students, institutions and experiences; and outcomes? Research Papers in 
Education, 23(2), 179 - 190. 
Brine, J., & Waller, R. (2004). Working-class women on an Access course: risk, 
opportunity and (re)constructing identities. Gender and Education, 16(1), 
97 - 113. 
Britton, J. (1980). Shaping at the point of utterance. In G. Pradl, M. (Ed.), 
Prospect and Retrospect: Selected Essays of James Britton. London: 
Heinemann. 
Brown, J., S., & Duguid, P. (2001). Knowledge and Organization: A Social-
Practice Perspective. Organization Science, 12 (2), 198-213. 
Brown, J. S., Collins, A., & Duguid, P. (1995). Situated cognition and the culture 
of learning. In P. Murphy, Selingeer, M., Bourne, J. and Briggs, M. (Ed.), 
Subject Learning in the Primary Curriculum. Issues in English, Science 
and Mathematics (pp. 301-319). London: Routledge. 
Bruner, J. (1996). The Culture of Education. London: Harvard University Press. 
Bryman, A. (2004). Social Research Methods. Second Edition. Oxford: Oxford 
University Press. 
Burke, P. J. (2005). Access and widening participation. British Journal of 
Sociology of Education, 26(4), 555 - 562. 
%XUQ(	)LQQLJDQ7µ,¶YHPDGHLWPRUHDFDGHPLFE\DGGLQJVRPH
snob words froPWKH7KHVDXUXV¶,Q-6DWWHUWKZDLWH($WNLQVRQ	.
Gale (Eds.), Discourse, power and resistance : challenging the rhetoric of 
contemporary education. (pp. 119-134). Stoke-on-Trent Trentham Books. 
Burton, D., & Bartlett, S. (2006). The evolution of Education Studies in higher 
education in England. The Curriculum Journal, 17(4), 383-396. 
Butler, J. (1990). Gender Trouble: Feminism and the Subversion of Identity. New 
York: Routledge. 
  374 
Byrne, M., & Flood, B. (2005). A study of accounting students' motives, 
expectations and preparedness for higher education. Journal of Further & 
Higher Education, 29(2), 111-124. 
Cameron, D. (2000). Good to Talk? Living and Working in a Communication 
Culture. London: Sage  
Cant, S., & Watts, P. (2007). Knowledge or Imagination? The challenges widening 
particiption poses for the teaching of sociology. Widening participation 
and lifelong learning, 9(2), 6-15. 
Carr, W., & Kemmis, S. (1986). Becoming Critical. Education, Knowledge and 
Action research. Lewes: Falmer Press. 
Carr, W., & Kemmis, S. (2005). Staying Critical. Educational Action Research, 
13(3), 347-357. 
Case, J. (2007). Alienation and engagement: exploring students' experiences of 
studying engineering. Teaching in Higher Education, 12(1), 119 - 133. 
Case, J. (2008). Alienation and engagement: development of an alternative 
theoretical framework for understanding student learning. Higher 
Education, 55(3), 321-332. 
Case, J. M., & Marshall, D. (2008). The 'no problem' Discourse model: Exploring 
an alternative way of researching student learning. International Journal of 
Educational Research, 47(3), 200-207. 
Children and Young People's Plan for Midshire 2007-2010. (2007). Retrieved. 
from (giving the url would identify St. Hugh's). 
Christie, H. (2009). Emotional journeys: young people and transitions to 
university. British Journal of Sociology of Education, 30(2), 123 - 136. 
Christie, H., Tett, L., Cree, V. E., Hounsell, J., & McCune, V. (2008). 'A real 
rollercoaster of confidence and emotions': learning to be a university 
student. Studies in Higher Education, 33(5), 567 - 581. 
Clark, R., & Ivanic, R. (1997). The politics of writing. London: Routledge. 
Clouder, L. (2009). 'Being responsible': students' perspectives on trust, risk and 
work-based learning. Teaching in Higher Education, 14(3), 289 - 301. 
Cohen, L., Manion, L., & Morrison, K. (2007). Research Methods in Education. 
Sixth Edition. London: Routledge. 
Connolly, P. (2003). Gendered and gendering spaces. In C. Skelton & B. Francis 
(Eds.), Boys and Girls in the Primary Classroom. Maidenhead: Open 
University Press McGraw-Hill Educational. 
Cotton, T., & Griffiths, M. (2007). Action research, stories and practical 
philosophy. Educational Action Research, 15(4), 545 - 560. 
Cousin, G. (2009). Researching Learning in Higher Education: An introduction to 
contemporary methods and approaches. Abingdon: Routledge. 
Crawford, K. (1995). What Do Vygotskian Approaches to Psychology Have to 
Offer Action research? Educational Action Research, 3(2), 239- 247. 
Creese, A. (2005). Mediating Allegations of Racism in a Mutiethnic London 
School. What Speech Communities and Comunities of Practice Can Tell 
Us About Discourse and Power. In D. Barton & K. Tusting (Eds.), Beyond 
Communities of Practice. Language, Power and Social Context (pp. 55- 
76). Cambridge: Cambridge University Press. 
  375 
Crook, D. (2002). Educational Studies and Teacher Education. British Journal of 
Educational Studies, 50(1), 57-75. 
Crozier, G., & Reay, D. (2008). The Socio Cultural and Learning Experiences of 
Working Class Students in Higher Education. Teaching and Learning 
Research Briefing 44   Retrieved 12.09.08, from 
http://www.tlrp.org/dspace/retrieve/3631/Crozier+RB+44+FINAL.pdf 
Crozier, G., & Reay, D. (2011). Capital accumulation: working-class students 
learning how to learn in HE. Teaching in Higher Education, 16(2), 145-
155. 
Crozier, G., Reay, D., Clayton, J., Colliander, L., & Grinstead, J. (2008). Different 
strokes for different folks: diverse students in diverse institutions - 
experiences of higher education. Research Papers in Education, 23(2), 
167-177. 
Dall'Alba, G., & Barnacle, R. (2007). An ontological turn for higher education. 
Studies in Higher Education, 32(6), 679 - 691. 
David, M. (2007). Equity and diversity: towards a sociology of higher education 
for the twenty-first century? British Journal of Sociology of Education, 
28(5), 675 - 690. 
Davies, I., & Hogarth, S. (2002). Evaluating Educational Studies. Evaluation & 
Research in Education, 16(2), 82-94. 
Davies, I., & Hogarth, S. (2004). Perceptions of Educational Studies. Educational 
Studies, 30(4), 425 - 439. 
Delamont, S. (1992). Fieldwork in Educational Settings: Methods, Pitfalls and 
Perspectives. London: The Falmer Press. 
DES. (1989). Initial Teacher Training: Approval of Courses (Circular 24/89). 
DfE. (2011). Training our next generation of outstanding teachers. Retrieved 
22.01.12. from 
http://media.education.gov.uk/assets/files/pdf/t/training%20our%20next%2
0generation%20of%20outstanding%20teachers.pdf. 
DfEE. (1998a). The Learning Age. Retrieved 13.08.11. from 
http://www.lifelonglearning.co.uk/greenpaper/summary.pdf. 
DfEE. (1998b). Teaching: High Status, High Standards: Requirements for Courses 
of Initial Teacher Training London. 
DfES. (2002). Qualifying to teach: Professional Standards for Qualified Teacher 
Status and Requirements for Initial Teacher Training. Retrieved 17.01.04. 
from www.canteach.gov.uk/community/itt/requirements/qualifying/  
Ecclestone, K., & Hayes, D. (2009). The Dangerous Rise of Therapeutic 
Education. Abingdon: Routledge. 
Elliot, D. L., & Brna, P. (2009). 'I cannot study far from home': non-traditional 
learners' participation in degree education. Journal of Further & Higher 
Education, 33(2), 105-117. 
Elliott, J. (1991). Action Research for Educational Change. Milton Keynes: Open 
University Press. 
Elliott, J. (2005). Becoming Critical: the failure to connect. Educational Action 
Research, 13(3), 359-373. 
Elliott, J. (2007). Assessing the quality of action research. Research Papers in 
Education, 22(2), 229 - 246. 
  376 
Elton, L. (2010). Academic Writing and Tacit Knowledge. Teaching in Higher 
Education, 15(2), 151 - 160. 
English, F. (2011). Student Writing and Genre: Reconfiguing academic 
knowledge. London: Continuum. 
Ertl, H., Hayward, G., Wright, S., Edwards, A., Lunt, I., Mills, D., et al. (2008). 
The student learning experience in higher education: Literature review 
report for the Higher Education Academy. 
Ertl, H., & Wright, S. (2008). Reviewing the literature on the student learning 
experience in higher education. London Review of Education, 6(3), 195 - 
210. 
Fejes, A., Johansson, K., & Dahlgren, M. A. (2005). Learning to play the seminar 
game: students' initial encounters with a basic working form in higher 
education. Teaching in Higher Education, 10(1), 29 - 41. 
Feldman, A. (2007). Validity and quality in action research. Educational Action 
Research, 15(1), 21 - 32. 
Fishman, A. R. (1991). Because this is who we are: Writing in the Amish 
community. In D. Barton & R. Ivanic (Eds.), Writing in the Community 
(pp. 14-37). London: Sage. 
Foster, E., Lawthre, S., & McNeil, J. (2011). Learning developers supporting early 
student transition. In P. Hartley, J. Hilsdon, C. Keenan, S. Sinfield & M. 
Verity (Eds.), Learning Development in Higher Education. Basingstoke: 
Palgrave Macmillan. 
Francis, B., & Skelton, C. (2005). Reassessing gender and achievement: 
questioning contemporary key debates. Abingdon: Routledge. 
Gee, J. P. (2000). The New Literacy Studies: From 'socially situated to the work of 
the social'. In D. Barton, M. Hamilton & R. Ivanic (Eds.), Situated 
Literacies (pp. 180-196). London: Routledge. 
Gibbs, G. (1992). Improving the quality of student learning. Bristol: Technical and 
Educational Services Ltd. 
Gibbs, G. (2003). Ten years of Improving Student Learning. In C. Rust (Ed.), 
Improving Student Learning Theory and Practice - 10 years on (pp. 9-26). 
Oxford: The Oxford Centre for Staff Development and Learning. 
Gibbs, G. (2010). Dimensions of Quality. York: Higher Education Academy. 
Giddens, A. (1991). Modernity and Self-Identity: Self and Society in the Late 
Modern Age Stanford, California: Stanford University Press. 
Gill, J. (2008, 17.04.08). Labour concedes that it won't deliver its 50% target on 
time. Times Higher Education Supplement,  
Gimenez, J. (2008). Beyond the academic essay: Discipline-specific writing in 
nursing and midwifery. Journal of English for Academic Purposes, 7(3), 
151-164. 
Gimenez, J. (2012). Disciplinary epistemologies, generic attributes and 
undergraduate academic writing in nursing and midwifery Higher 
Education. Higher Education, 63(4), 401-419. 
Gourlay, L. (2009). Threshold practices: becoming a student through academic 
literacies. London Review of Education, 7(2), 181 - 192. 
Graff, G. (2003). Clueless in academe: how schooling obscures the life of the mind 
New Haven: Yale University Press. 
  377 
Griffin, S., & McDougall, J. (2009). Despite Ourselves? Education Studies: 
between spirit and 'passing on'. Educationalfutures, 2(1), 31-39. 
Gulbrandsen, M. (2003). Peer relations as arenas for gender constructions among 
young teenagers. Pedagogy, Culture and Society, 11(1). 
Hager, P., & Hodkinson, P. (2009). Moving beyond the metaphor of transfer of 
learning. British Educational Research Journal, 35(4), 619-638. 
Haggis, T. (2003). Constructing Images of Ourselves? A Critical Investigation into 
'approaches to learning' research in Higher Education. British Educational 
Research Journal, 29(1), 89 - 104. 
Haggis, T. (2004). Meaning, identity and motivation: expanding what matters in 
understanding learning in higher education? Studies in Higher Education, 
29(3), 335 - 352. 
Haggis, T. (2006). Pedagogies for diversity: retaining critical challenge amidst 
fears of 'dumbing down'. Studies in Higher Education, 31(5), 521 - 535. 
Haggis, T. (2009). What have we been thinking of? A critical overview of 40 years 
of student learning research in higher education. Studies in Higher 
Education, 34(4), 377 - 390. 
Haggis, T., & Pouget, M. (2002). Trying to be Motivated: perspectives on learning 
from younger students accessing higher education. Teaching in Higher 
Education, 7(3), 323 - 336. 
Hall, S. (1996). Introduction: Who needs 'Identity'? In S. Hall & P. Du Gay (Eds.), 
Questions of Cultural Identity. London: Sage. 
Hammer, S. J., & Green, W. (2011). Critical thinking in a first year management 
unit: the relationship between disciplinary learning, academic literacy and 
learning progression. Higher Education Research & Development, 30(3), 
303 - 315. 
Hammersley, M. (1992). What's wrong with ethnography? London: Routledge. 
Hammersley, M. (1994). Introducing Ethnography. In D. Graddol, J. Maybin & B. 
Stierer (Eds.), Researching Language and Literacy in Social Context (pp. 
1-17). Clevedon: Multilingual Matters. 
Hammersley, M. (2004). Action research: a contradiction in terms? Oxford Review 
of Education, 30(2), 165 - 181. 
Hammersley, M., & Atkinson, P. (1995). Ethnography: Principles in practice. 2nd 
edition. London: Routledge. 
Handley, K., Sturdy, A., Fincham, R., & Clark, T. (2006). Within and Beyond 
Communities of Practice: Making Sense of Learning Through 
Participation, Identity and Practice. Journal of Management Studies, 43(3), 
641-653. 
Harvey, L., Drew, S., & Smith, M. (2006). The first-year experience: a review of 
the research literature for the higher education academy. Executive 
summary. Paper presented at the Innovations in supporting the First Year 
Experience. Retrieved 20.06.2011, from 
http://www.heacademy.ac.uk/assets/York/documents/ourwork/research/lite
rature_reviews/first_year_experience_exec_summary.pdf 
 
  378 
Heath, S., Fuller, A., & Paton, K. (2008). Network-based ambivalence and 
educational decision-making: a case study of 'non-participation' in higher 
education. Research Papers in Education, 23(2), 219 - 229. 
Heath, S. B. (1996). Ways with words : language, life, and work in communities 
and classrooms  Cambridge: Cambridge University Press. 
Heikkinen, H. L. T., Huttunen, R., & Syrjala, L. (2007). Action research as 
narrative: five principles for validation. Educational Action Research, 
15(1), 5 - 19. 
HESA. (2011). Performance indicators in higher education in the UK 2009/10 
(Publication. Retrieved 26.04.12, from HESA: 
http://www.hesa.ac.uk/dox/performanceIndicators/0910/t1a_0910.xls 
Hoadley-Maidment, E. (2000). From Personal Experience to Reflective 
Practitioner: Academic Literacies and Professional Education. In M. R. Lea 
& B. Stierer (Eds.), Student Writing in Higher Eduction. New contexts (pp. 
165-178). Buckingham: The Society for Research into Higher Education 
and Open University Press. 
Hockings, C. (2009). Reaching the students that student-centred learning cannot 
reach. British Educational Research Journal, 35(1), 83 - 98. 
Hockings, C., Cooke, S., Yamashita, H., McGinty, S., & Bowl, M. (2008). 
Switched off? A study of disengagement among computing students at two 
universities. Research Papers in Education, 23(2), 191-201. 
Hodkinson, A. (2009). Education Studies and Employability: how do students and 
graduates define the subject and what do they perceive its vocational 
relevance to be? Educationalfutures, 2(1), 14-30. 
Hodkinson, P., & Macleod, F. (2010). Contrasting concepts of learning and 
contrasting research methodologies: affinities and bias. British Educational 
Research Journal, 36(2), 173-189. 
Honkimaki, S., Tynjala, P., & Valkonen, S. (2004). University students' study 
orientations, learning experiences and study success in innovative courses. 
Studies in Higher Education, 29(4), 431 - 449. 
Hounsell, D., & McCune, V. (2002). Teaching-Learning Environments in 
Undergraduate Biology: Initial Perspectives and Findings. Occasional 
report 2. ETL project, from www.ed.ac.uk/etl 
House of Commons. (2001). Select Committee on Education and Employment, 
sixth report. Retrieved 19.07.12. from 
www.publications.parliament.uk/pa/cm/cmeduemp.htm. 
Houston, M., & Lebeau, J. (2006). The social mediation of university learning. 
Working paper 3. [Electronic Version]. Retrieved 02.09.10, from 
http://www.open.ac.uk/cheri/documents/somul_wp03.pdf 
Hughes, G. (2010). Identity and belonging in social learning groups: the 
importance of distinguishing social, operational and knowledge-related 
identity congruence. British Educational Research Journal, 36(1), 47 - 63. 
Ivanic, R. (1998). Writing and identity: The discoursal construction of identity in 
academic writing. Amsterdam: John Benjamins. 
Ivanic, R., Clark, R., & Rimmershaw, R. (2000). What am I supposed to make of 
this? The messages conveyed to students in tutors' written comments. In M. 
R. Lea & B. Stierer (Eds.), Student Writing in Higher Education. New 
  379 
contexts. (pp. 47-65). Buckingham: The Society for Research into Higher 
Education and Open University Press. 
Ivanic, R., & Simpson, J. (1990). Putting the people back into academic writing. 
Paper presented at the Literacy for the Twenty-First century conference, 
Oxford. 
Johnson, A. P. (2005). A Short Guide to Action Research. Boston: Pearson. 
Jones, A. (2009). Redisciplining generic attributes: the disciplinary context in 
focus. Studies in Higher Education, 34(1), 85 - 100. 
Kamler, B., & Thomson, P. (2004). Driven to abstraction: doctoral supervision and 
writing pedagogies. Teaching in Higher Education, 9(2), 195 - 209. 
Kemmis, S., & McTaggart, R. (1988). The Action Research Planner. Victoria: 
Deakin University. 
Koshy, V. (2005). Action research for improving practice : a practical guide. 
London  Paul Chapman Publishing. 
Kvale, S., & Brinkman, S. (2009). Interviews: Learning the craft of Qualitative 
Research Interviewing (2nd ed.). London: Sage. 
Laing, C., Chao, K.-M., & Robinson, A. (2005). Managing the expectations of 
non-traditional students: a process of negotiation. Journal of Further and 
Higher Education, 29(2), 169 - 179. 
Laurillard, D. (1993). Rethinking university teaching : a framework for the 
effective use of educational technology London: Routledge. 
Lave, J., & Wenger, E. (1991). Situated Learning: legitimate peripheral 
participation. Cambridge: Cambridge University Press. 
Lea, M., R. (1994). "I thought I could write until I came here": Student writing in 
higher education. In G. Gibbs (Ed.), Improving student learning:Theory 
and practice (pp. 216-225). Oxford: The Oxford Centre for Staff 
Development. 
Lea, M., R. (2004). 'Communities of Practice' in higher education. Useful heuristic 
or educational model? In D. Barton, Tusting, K. (Ed.), Beyond communities 
of practice. Language, power and social context (pp. 180- 197). 
Cambridge: Cambridge University Press. 
Lea, M., R. . (1998). Academic literacies and learning in higher education: 
constructing knowledge through texts and experience. Studies in the 
Education of Adults, 30(2), 156-171. 
Lea, M., R. . (2004). Academic literacies: a pedagogy for course design. Studies in 
Higher Education, 29(6), 739 - 756. 
Lea, M., R., & Stierer, B. (Eds.). (2000). Student writing in higher education. New 
contexts. Buckingham: Open University Press. 
Lea, M., R., & Street, B., V. (1998). Student writing in higher education: An 
academic literacies approach. Studies in Higher Education, 23(2), 157 - 
172. 
Lea, M., R., & Street, B., V. (2000). Student writing and staff feedback in higher 
education: An academic literacies approach. In M. Lea & B. Stierer (Eds.), 
Student writing in higher education. New contexts (pp. 32-46). 
Buckingham: Open University Press. 
Lea, M., R., & Street, B., V. (2006). The "academic literacies" model: Theory and 
applications. Theory Into Practice, 45(4), 368 - 377. 
  380 
Leathwood, C., & O'Connell, P. (2003). Its a struggle: the construction of the new 
student in higher education. Journal of Education Policy, 18(6), 597 - 615. 
Lehmann, W. (2009). University as vocational education: working-class students' 
expectations for university. British Journal of Sociology of Education, 
30(2), 137 - 149. 
Lewin, K. (1946). Action research and minority problems. Journal of Social 
Issues, 2(4), 34-46. 
Lillis, T. (2001). Student Writing: Access, Regulation, Desire. London: Routledge. 
Lillis, T. (2008). Ethnography as Method, Methodology, and "Deep Theorizing": 
Closing the gap between text and context in academic writing research. 
Written Communication, 25(3), 353-388. 
Lillis, T., & Turner, J. (2001). Student Writing in Higher Education: contemporary 
confusion, traditional concerns. Teaching in Higher Education, 6(1), 57 - 
68. 
Lindberg-Sand, Å., & Olsson, T. (2008). Sustainable assessment?: Critical features 
of the assessment process in a modularised engineering programme. 
International Journal of Educational Research, 47(3), 165-174. 
Longden, B. (2006). An Institutional Response to Changing Student Expectations 
and their Impact on Retention Rates. Journal of Higher Education Policy 
& Management, 28(2), 173-187. 
Lowe, H., & Cook, A. (2003). Mind the Gap: are students prepared for higher 
education? Journal of Further & Higher Education, 27(1). 
Lumsden, E., Mcbryde-Wilding, H., & Rose, H. (2010). Collaborative practice in 
enhancing the first year student experience in Higher Education. 
Enhancing the Learner Experience in Higher Education, 1(1), 12-24. 
Malcolm, J., & Zukas, M. (2000). Becoming an Educator: Communities of 
Practice in Higher Education. In I. McNay (Ed.), Higher Education and its 
Communities (pp. 51-64). Buckingham: Open University Press. 
Mann, S. J. (2000). The student's experience of reading. Higher Education, 39(3), 
297. 
Mann, S. J. (2001). Alternative perspectives on the student experience: alienation 
and engagement. Studies in Higher Education, 26(1), 7-19. 
Mann, S. J. (2003). Inquiring into a higher education classroom: insights into the 
different perspective of teacher and students. In C. Rust (Ed.), Improving 
Student Learning Theory and Practice - 10 years on (pp. 215-224). 
Oxford: The Oxford Centre for Staff and Learning development. 
Mann, S. J. (2005). Alienation in the learning environment: a failure of 
community? Studies in Higher Education, 30(1), 43 - 55. 
Mann, S. J. (2008). Study, Power and the University. Maidenhead: Open 
University Press. 
Marshall, C., & Young, M. (2006). Gender and methodology. In C. Skelton, B. 
Francis & L. Smulyan (Eds.), The SAGE handbook of gender and 
education. London: Sage. 
Marshall, D., & Case, J. (2005). 'Approaches to learning' research in higher 
education: a response to Haggis. British Educational Research Journal, 
31(2), 257 - 267. 
  381 
Marton, F., & Säljö, R. (2005). Approaches to Learning [Electronic Version]. The 
Experience of Learning: Implications for teaching and studying in higher 
education. 3rd (Internet) edition. , 39-58, from 
http://www.docs.hss.ed.ac.uk/iad/Learning_teaching/Academic_teaching/R
esources/Experience_of_learning/EoLChapter3.pdf 
Mateos, M., Villalón, R., de Dios, M. J., & Martín, E. (2007). Reading and writing 
tasks on different university degree courses: what do the students say they 
do? Studies in Higher Education, 32(4), 489 - 510. 
Mayhew, K., Deer, C., & Dua, M. (2004). The move to mass higher education in 
the UK: many questions and some answers. Oxford Review of Education, 
30(1), 65-82. 
McAlpine, L. (2004). Designing learning as well as teaching. . Active Learning in 
Higher Education 5(2), 119-134. 
McCulloch, G. (2002). 'Disciplines Contributing to Education?' Educational 
Studies and the Disciplines. British Journal of Educational Studies, 50(1), 
100-119. 
McCune, V., & Hounsell, D. (2005). The development of students' ways of 
thinking and practising in three final-year biology courses. Higher 
Education, 49(3), 255-289. 
McCune, V., & Reimann, N. (2003). The enhancing teaching-learning 
environments in undergraduate courses project: some initial reflections and 
observations. In C. Rust (Ed.), Improving Student Learning Theory and 
Practice - 10 years on (pp. 400-411). Oxford: The Oxford centre for Staff 
and Learning Development  
McKenna, C. (2003). From skills to subjects: the reconceptualisation of writing 
development in higher education. In C. Rust (Ed.), Improving Student 
Learning Theory and Practice - 10 years on (pp. 67-74). Oxford: The 
Oxford Centre for Staff and Learning Development. 
McLean, M., & Abbas, A. (2010). Pedagogic quality and inequality in university 
undergraduate degrees; Working document 1. Pedagogic Equality   
Retrieved 06.03.12, from 
http://www.pedagogicequality.ac.uk/documents/Working_Paper1_FINAL_
March_2010.pdf 
McLean, M., & Barker, H. (2004). Students making progress and the `research-
teaching nexus' debate. Teaching in Higher Education, 9(4), 407-419. 
McMillan, W. J. (2010). 'Your thrust is to understand' - how academically 
successful students learn. Teaching in Higher Education, 15(1), 1 - 13. 
McNiff, J. (2002). Action Research: Principles and Practice.  2nd edition. . 
London: RoutledgeFalmer. 
Mercer, N., & Hodgkinson, S. (Eds.). (2008). Exploring talk in school. London: 
Sage. 
Mercer, N., & Littleton, K. (2007). 'LDORJXHDQGWKH'HYHORSPHQWRI&KLOGUHQ¶V
Thinking a Sociocultural Approach. Abingdon: Routledge. 
Mills, C., W. (1959). The Sociological Imagination. Harmondsworth: Penguin. 
Mitchell, S. (2010). Now you don't see it; now you do. Arts and Humanities in 
Higher Education, 9(2), 133-148. 
  382 
Mitchell, S., & Evison, A. (2006). Exploiting the potential of writing for 
educational change at Queen Mary, University of London. In L. 
Ganobcsik-Williams (Ed.), Teaching Academic Writing in UK Higher 
Education. Basingstoke: Palgrave Macmillan. 
Molesworth, M., Nixon, E., & Scullion, R. (2009). Having, being and higher 
education: the marketisation of the university and the transformation of the 
student into consumer. Teaching in Higher Education, 14(3), 277 - 287. 
Moon, J. (2005). We seek it here...a new perspective on the elusive activity of 
critical thinking: a theoretical and practical approach [Electronic Version]. 
Retrieved 18.03.08, from http://escalate.ac.uk/2041 
Murray, R., & Newton, M. (2009). Writing retreat as structured intervention: 
margin or mainstream? Higher Education Research & Development, 28(5), 
541-553. 
Noffke, S., & Somekh, B. (2004). Action Research. In B. Somekh & C. Lewin 
(Eds.), Research methods in the social sciences (pp. 89-96). London: Sage. 
Northedge, A. (2002). Organizing excursions into specialist discourse 
communities: A sociocultural account of university t. In G. Wells & G. 
Claxton (Eds.), Learning for Life in the 21st Century (pp. 252-264). 
Oxford: Blackwell. 
Northedge, A. (2003). Rethinking teaching in the context of diversity. Teaching in 
Higher Education, 8(1), 17 - 32. 
Norton, L. S., & Crowley, C. M. (1995). Can students be helped to learn how to 
learn? An evaluation of an Approaches to Learning. Higher Education, 
29(3), 307. 
Norton, L. S., Scantlebury, E., & Dickins, T. E. (1999). Helping undergraduates to 
become more effective learners - An evaluation of two learning 
interventions. Innovations in Education & Training International, 36(4), 
273. 
O'Donnell, V. L., & Tobbell, J. (2007). The transition of adult students to higher 
education: Legitimate peripheral participation in a community of practice? 
. Adult Education Quarterly, 57(4), 312-328. 
O'Donnell, V. L., Tobbell, J., Lawthom, R., & Zammit, M. (2009). Transition to 
postgraduate study. Active Learning in Higher Education, 10(1), 26-40. 
O'Donovan, B., Price, M., & Rust, C. (2004). Know what I mean? Enhancing 
student understanding of assessment standards and criteria. Teaching in 
Higher Education, 9(3), 325 - 335. 
O'Donovan, B., Price, M., & Rust, C. (2008). Developing student understanding of 
assessment standards: a nested hierarchy of approaches. Teaching in 
Higher Education, 13(2), 205 - 217. 
O'Hanlon, C. (Ed.). (1996). Professional Development through Action Research in 
Educational Settings. London: Falmer press. 
Paechter, C. (1998). Educating the Other: Gender, power and schooling. London: 
Falmer Press. 
Paechter, C. (2007). Being Boys, Being Girls: Learning masculinities and 
femininities. Maidenhead: Open University Press. 
  383 
Palaiologou, I. (2010). The death of a discipline or the birth of a transdiscipline: 
subverting questions of disciplinarity within Education Studies 
undergraduate courses. Educational Studies, 36(3), 269-282. 
Palmer, M., O'Kane, P., & Owens, M. (2009). Betwixt spaces: student accounts of 
turning point experiences in the first-year transition. Studies in Higher 
Education, 34(1), 37 - 54. 
Parker, J. (2002). A New Disciplinarity: communities of knowledge, learning and 
practice. Teaching in Higher Education, 7(4), 373-386. 
Parry, S. (1998). Disciplinary discourse in doctoral theses. higher Education, 
36(3), 273-299. 
Peters, R. S. (1963). Education as Initiation. In P. Gordon (Ed.), The study of 
education: Inaugural lectures. Volume 1 Early and Modern (pp. 273-299). 
London: The Woburn Press. 
Postholm, M. B. (2008). Group work as a learning situation: a qualitative study in 
a university classroom. Teachers and Teaching, 14(2), 143 - 155. 
Preece, S. (2006). Talking Posh, Acting Posh? The Construction of Gendered 
Identities and Identifications in the Talk of Multilingual Undergraduate 
Students on an Academic Writing Programme. University of London, 
London. 
Prosser, M., Ramsden, P., Trigwell, K., & Martin, E. (2003). Dissonance in 
Experience of Teaching and its Relation to the Quality of Student 
Learning. Studies in Higher Education, 28(1), 37 - 48. 
Prosser, M., & Trigwell, K. (1999). Understanding Learning and Teaching: The 
Experience in Higher Education. Buckingham: Open University Press. 
Public Accounts Committee. (2009). Widening participation in higher education: 
Fourth report of session 2008-9. Retrieved 23.05.12. from 
http://www.publications.parliament.uk/pa/cm200809/cmselect/cmpubacc/2
26/9780215526557.pdf. 
QAA. (2007). Subject benchmark statements: Education Studies. Retrieved 
04.04.2009. from 
http://www.qaa.ac.uk/Publications/InformationAndGuidance/Documents/E
ducation07.pdf. 
Quinn, J. (2004). Understanding working-class 'drop-out' from higher education 
through a sociocultural lens: cultural narratives and local contexts. 
International Studies in Sociology of Education, 14(1), 57 - 74. 
Ramsden, P. (2003). Learning to teach in higher education. Abingdon: 
RoutledgeFalmer. 
Read, B., Archer, L., & Leathwood, C. (2003). Challenging cultures? Student 
conceptions of 'Belonging' and 'Isolation' at a post-1992 university. Studies 
in Higher Education, 28(3), 261 - 277. 
Read, B., Francis, B., & Robson, J. (2001). 'Playing Safe': undergraduate essay 
writing and the presentation of the student 'voice'. British Journal of 
Sociology of Education, 22(3), 387 - 399. 
Reay, D. (2001). Spice Girls, Nice Girls, Girlies and Tomboys. Gender and 
Education, 13(2). 
  384 
Reay, D., Crozier, G., & Clayton, J. (2010). 'Fitting in' or 'standing out': working-
class students in UK higher education. British Educational Research 
Journal, 36(1), 107-124. 
Reay, D., Davies, J., David, M., & Ball, S. (2001). Choices of degrees or degrees 
RIFKRLFH"&ODVVµUDFH¶DQGWKHKLJKHUHGXFDWLRQFKRLFHSURFHVV
Sociology, 35(4). 
Richardson, J. T. E. (2005). Students' approaches to learning and teachers' 
approaches to teaching in higher education. Educational Psychology, 
25(6), 673 - 680. 
Richardson, L. (1998). Writing: A method of inquiry. In N. Denzin, K. & Y. S. 
Lincoln (Eds.), Collecting and interpreting qualitative materials (pp. 345-
371). London: Sage. 
Richardson, W. (2002). Educational Studies in the United Kingdom, 1940-2002. 
British Journal of Educational Studies, 50(1), 3-56. 
Rogoff, B. (2003). The cultural nature of human development. Oxford Oxford 
University Press. 
Ryle, G. (1949). The Concept of Mind. London: Hutchinson and co. 
Saltmarsh, D., & Saltmarsh, S. (2008). Has anyone read the reading? Using 
assessment to promote academic literacies and learning cultures. Teaching 
in Higher Education, 13(6), 621 - 632. 
Satterthwaite, J. (2003). The terror! The terror! Speaking the literal to inspire the 
understanding of a friend. In J. Satterthwaite, E. Atkinson & K. Gale 
(Eds.), Discourse, power and resistance : challenging the rhetoric of 
contemporary education. (pp. 103-117). Stoke-on-Trent: Trentham Books. 
Savin-Baden, M. (2003). Facilitating Problem-based Learning; Illuminating 
Perspectives. Maidenhead: SRHE/ Open University Press. 
Scott, M. (2000). Student, Critic and Literary Text: a discussion of 'critical 
thinking' in a student essay. Teaching in Higher Education, 5(3), 277-288. 
SEEC. (2003). Credit Level Descriptors for Further and Higher Education.   
Retrieved 14.08.05, from http://www.seec-office.org.uk/resources.htm 
Silverman, D. (2000). Doing Qualitative Research: A practical handbook. 
London: Sage publications. 
Singleton, A., & Newman, K. (2009). Empowering students to think deeply, 
discuss engagingly, and write definitively in the university classroom. 
International Journal of Teaching and Learning in Higher Education, 
20(2), 247-250. 
Somekh, B. (2003). Theory and passion in action research. Educational Action 
Research, 11(2), 247 - 264. 
Somekh, B. (2006a). Action research: a Methodology for Change and 
Development. Maidenhead: Open University Press. 
Somekh, B. (2006b). Constructing intercultural knowledge and understanding 
through collaborative action research. Teachers and Teaching, 12(1), 87 - 
106. 
Somerville, E. M., & Creme, P. (2005). 'Asking pompeii questions': a co-operative 
approach to Writing in the disciplines. Teaching in Higher Education, 
10(1), 17 - 28. 
  385 
Spronken-Smith, R., & Harland, T. (2009). Learning to teach with problem-based 
learning. Active Learning in Higher Education, 10(2), 138-153. 
Stenhouse, L. (1975). An introduction to curriculum research and development. 
London: Heinnemann. 
Stierer, B. (2000). Schoolteachers as students: Academic literacy and the 
construction of professional knowledge within master's courses in 
education. In M. R. Lea & B. Stierer (Eds.), Student writing in higher 
education (pp. 179-195). Buckingham: Open University Press. 
Stierer, B., & Antoniou, M. (2004). Are there distinctive methodologies for 
pedagogic research in higher education? Teaching in Higher Education, 
9(3), 275 - 285. 
Stokes, P., & Martin, L. (2008). Reading lists: a study of tutor and student 
perceptions, expectations and realities. Studies in Higher Education, 33(2), 
113 - 125. 
Street, B., V. (1984). Literacy in Theory and Practice. Cambridge: Cambridge 
University Press. 
Street, B., V., & Lefstein, A. (2007). Literacy: An advanced resource book. 
Abingdon: Routledge. 
Swann, J. (1994). Observing and recording talk in educational Settings. In D. 
Graddol, J. Maybin & B. Stierer (Eds.), Researching language and literacy 
in social context (pp. 26-48). Clevedon: Multilingual Matters. 
Tacchi, J., Slater, D., & Hearn, G. (2003). Ethnographic Action Research. New 
Delhi: UNESCO. 
Thomas, L. (2002). Student retention in higher education: the role of institutional 
habitus. Journal of Education Policy, 17(4), 423-442. 
Tormey, R., & Henchy, D. (2008). Re-imagining the traditional lecture: an action 
research approach to teaching student teachers to 'do' philosophy. Teaching 
in Higher Education, 13(3), 303 - 314. 
Trowler, P., & Cooper, A. (2002). Teaching and learning regimes: Implicit 
theories and recurrent practices in the enhancement of teaching and 
learning through educational development programmes. Higher Education 
Research & Development, 21(3), 221-240. 
Tubbs, N., & Grimes, J. (2001). What is Education Studies? Educational Studies, 
27(1), 3 - 15. 
Turner, J. (2011). Language in the academy: Cultural reflexivity and intercultural 
dynamics. Bristol: Multilingual Matters. 
Tusting, K. (2005). Language and power in communities of practice. In D. Barton 
& K. Tusting (Eds.), Beyond communities of practice. Language, power 
and social context (pp. 36- 54). Cambridge: Cambridge University Press. 
van der Meer, J., Jansen, E., & Torenbeek, M. (2010). 'It's almost a mindset that 
teachers need to change': first-year students' need to be inducted into time 
management. Studies in Higher Education, 35(7), 777 - 791. 
Vermunt, J. (2005). Relations between student learning patterns and personal and 
contextual factors and academic performance. Higher Education, 49(3), 
205-234. 
Voigt, K. (2007). Individual choice and unequal participation in higher education. 
Theory and Research in Education, 5(1), 87-112. 
  386 
Vygotsky, L. (1986). Thought and Language. London: The MIT Press. 
Vygotsky, L. S. (1978). Mind in Society: the development of higher psychological 
processes. London: Harvard University Press. 
Walker, M. (2006). Higher education pedagogies. Maidenhead: Open University 
Press. 
Walker, M. (Ed.). (2001). Reconstructing professionalism in university teaching: 
Teachers and learners in action. Buckingham: Open University Press. 
Ward, S. (2002). Undergraduate Education Studies and Initial Teacher Education: 
A case-study of a 3+1 model [Electronic Version]. Retrieved 10.08.11, 
from http://escalate.ac.uk/resources/estt  
Ward, S. (2006). Education Studies and the contributory disciplines. Paper 
presented at the British Education Studies Association, Bishop Grosseteste 
University College. 
Wass, R., Harland, T., & Mercer, A. (2011). Scaffolding critical thinking in the 
zone of proximal development. Higher Education Research & 
Development, 30(3), 317 - 328. 
Watson, J., Nind, M., Humphris, D., & Borthwick, A. (2009). Strange new world: 
applying a Bourdieuian lens to understanding early student experiences in 
higher education. British Journal of Sociology of Education, 30(6), 665 - 
681. 
Weller, S. (2010). Comparing lecturer and student accounts of reading in the 
humanities. Arts & Humanities in Higher Education, 9(1), 87-106. 
Wellington, J. (2000). Educational Research: Contemporary issues and practical 
approaches. London: Continuum. 
Wells, G. (1999). Dialogic Inquiry: Towards a sociocultural practice and theory 
of education. Cambridge: Cambridge University Press. 
Wells, G., & Claxton, G. (2002). Introduction: Sociocultural perspectives on the 
future of education. In G. Wells & G. Claxton (Eds.), Learning for Life in 
the 21st Century (pp. 1-17). Oxford: Blackwell. 
Wenger, E. (1998). Communities of practice: learning, meaning, and identity. 
New York: Cambridge University Press. 
Wenger, E., McDermott, R., & Snyder, W. M. (2002). Cultivating communities of 
practice Boston: Harvard Business School Press. 
Wertsch, J. V., & Tulviste, P. (1996). L.S.Vygotsky and contemporary 
developmental psychology. In H. Daniels (Ed.), An Introduction to 
Vygotsky. London: Routledge. 
Wilcox, P., Winn, S., & Fyvie-Gauld, M. (2005). 'It was nothing to do with the 
university, it was just the people': the role of social support in the first-year 
experience of higher education. Studies in Higher Education, 30(6), 707 - 
722. 
Wilde, S., & Wright, S. (2007). On the same wavelength but tuned to different 
frequencies? Perceptions of academic and admissions staff in England and 
Wales on the articulation between 14-19 education and training and higher 
education. London Review of Education, 5(3), 299-312. 
Wingate, U. (2006). Doing away with 'study skills'. Teaching in Higher Education, 
11(4), 457 - 469. 
  387 
Wingate, U. (2007). A framework for transition: Supporting 'learning to learn' in 
higher education. Higher Education Quarterly, 61(3), 391-405. 
Wingate, U., Andon, N., & Cogo, A. (2011). Embedding academic writing 
instruction into subject teaching: A case study. Active Learning in Higher 
Education, 12(1), 69-81. 
Winn, S. (2002). Student Motivation: a socio-economic perspective. Studies in 
Higher Education, 27(4), 445 - 457. 
Winter, R. (1989). Learning from experience: Principles and practice in action 
research. Lewes: Falmer Press. 
Winter, R. (2002). Truth or fiction: problems of validity and authenticity in 
narratives of action research. Educational Action Research, 10(1), 143 - 
154. 
Yorke, M., & Longden, B. (2008). The first-year experience of higher education in 
the UK. Final Report [Electronic Version]. Retrieved 21.01.10, from 
http://www.heacademy.ac.uk/assets/York/documents/resources/publication
s/FYEFinalReport.pdf 
Zuber-Skerritt, O. (1987). Action research in higher education: the advancement 
of university learning and teaching Deakin University. 
Zuber-Skerritt, O. (1992). Action research in higher education: Examples and 
reflections. London: Kogan Page. 
 
 
  
  388 
  389 
Appendix 2.1 
Questionnaire for first years in first week30 
 
Education and Subject Studies 
Questionnaire for First Year Students 
 
Please complete this questionnaire carefully. Your responses will 
help us with our research into the expectations students have of the 
course, reasons for choosing to join the Education and Subject 
Studies (ESS) course at 6W+XJK¶V University College and how best 
to induct students into the course. 
 
Please complete it on your own to ensure that you are not influenced 
by others; remember it is your answers we are interested in. If you 
wish your responses to be anonymous, please leave your name 
blank. If you are willing to participate in follow up interviews later in 
the year, to develop the research further, please include your name. 
 
,W LV LPSRUWDQW WKDW \RX XVH WKH µRWKHU¶ RSWLRQ LI LW LV DSSURSULDWH DV
this gives a more accurate result than trying to fit your response to 
one of the specified options. 
 
 
Name (Optional)      
 
Gender   M / F 
 
Age  (Please tick) 
 
18- 22 23- 30 31- 40 41- 50 51+ 
     
 
 
What subject are you studying alongside Education Studies? 
 
 
 
Were you accepted through Clearing?     yes / no 
 
 
                                                 
30
 Free text responses had larger spaces in the original document.  
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Are you the first person from your family (parents, brothers, sisters)  
to attend university?        yes/ no 
 
 
 
What qualifications do you have? (Please give type of qualification and grade  
e.g. A levels, grades CCE) 
 
 
Why did you decide to study for a degree? (Give up to three reasons) 
 
 
:K\GLG\RXDSSO\WR6W+XJK¶V8QLYHUVLW\&ROOHJH"*LYHDOOUHOHYDQWUHDVRQV 
 
 
How would you categorise your answers to the previous question? (Please tick all 
that apply) 
 
Location 
 
Course 
 
Reputation 
 
Recommendation  
 
Small college 
 
Other (Please specify) 
 
 
 
 
 
Did you apply for any other courses here? 
 
No other courses  
 
ESS with a different subject 
 
3 Year Primary Education with Qualified Teacher 
Status (QTS) 
 
Heritage Studies 
 
English Literature 
 
Drama in the Community 
 
Foundation Degree 
 
 
What attracted you to the ESS course? (Please tick all that apply) 
 
Opportunity to continue studying my specialist 
subject 
 
Opportunity to study education as a distinct 
academic subject 
 
Preparation for a PGCE course 
 
Opportunity to study education without having to 
follow QTS requirements 
 
Course suggested as an alternative to my original 
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choice (Please specify original choice) 
 
Unsure of my intended career and this gives more 
options than a QTS course 
 
Other (Please specify) 
 
 
 
What is your intended career? (Please tick all that apply) 
 
 
 
 
What do you expect the Education modules to cover in your first year?  
:HNQRZ\RXZRQ¶WEHVXUHDERXW WKLVEXWZHZRXOG OLNH WRNQRZZKDW
your expectations are) 
 
 
 
 
What is your knowledge of the course based on, and how useful did you find the 
information? (Rate usefulness 0-5, with 5 being very useful and 0 being useless) 
 
 
Tick if used Usefulness  
Prospectus 
  
Website 
  
Open Day 
  
Talking to current students 
  
Talking to past students 
  
Programme Handbook 
  
Other (Please specify) 
 
 
 
  
 
 
How do you think studying here will be different from studying at 6th form/ college?  
 
 
If you feel that any of your answers require explanation or if there is anything you 
wish to add, please use the space below.  
Primary Teacher 
 
Secondary Teacher 
 
Other Educational (Please specify) 
 
 
Other Non- Educational (Please specify) 
 
 
Undecided (Please specify any ideas you are 
considering) 
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Appendix 4.1 
Student weekly feedback (online questions) 
 
 
This document fulfils two purposes; it is for you, to help you to reflect on your 
participation and learning in the workshops, but it is also intended to help us to 
research the module. Please answer in your own words and for your own situation; 
it is eaFKLQGLYLGXDO¶VH[SHULHQFHWKDWPDNHVXSWKHSLFWXUHRIWKHZKROHJURXSVR
anything you think is important to you should be included. 
 
 
'LG\RXIHHODEOHWRSDUWLFLSDWHLQWRGD\¶VZRUNVKRSV":DVWKHUHDQ\WKLQJWKDW
particularly helped you to participate or held you back?  
 
'R\RXIHHOWKDW\RXDFKLHYHGWKHLQWHQGHGOHDUQLQJRXWFRPHVIRUWRGD\¶V
workshops? (Please explain your answer if you wish) 
 
3) What are the most important, useful or interesting things you have learnt in the 
workshops today? (These may or may not relate to the intended learning 
outcomes). You can include as many things as you think are relevant. 
 
4) Why are those things important, useful or interesting to you?  
 
5) Is there anything else you would like to add to help us understand your 
H[SHULHQFHRIWRGD\¶VZRUNVKRSV" 
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Appendix 4.2 
Tutor weekly feedback (online questions) 
 
Date: 
 
+RZZHOOGLGVWXGHQWVSDUWLFLSDWHLQWRGD\¶VZRUNVKRSV" 
 
Do you feel that the workshops enabled students to achieve the intended learning 
outcomes? 
 
Were there any aspects of the workshops that were particularly successful?  
 
Are there any particular problems or issues that we need to address? 
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Appendix 4.3 
End of semester review31 
Your learning  
The workshops helped me understand the following better: 
 Not at 
all 
A bit Quite 
a lot 
Very 
much 
Different theories about learning and development     
How to take a deep approach to my studies     
How to write academically     
How to include references in my writing     
How to structure my writing     
How to develop argument     
How to become more analytical     
 
Your participation  
 
Never Occasionally Usually Always 
In workshops I contributed to 
whole group discussions/activities 
    
Why? 
In workshops I contributed to 
small group discussions/activities 
    
Why? 
I did the set reading 
 
    
Why? 
I brought books and  notes from 
school placement  
to the workshops when we were 
asked to 
    
Why? 
I used the module booklet to help 
me  
know what I needed to do 
    
Why? 
I attended workshops 
 
    
Why? 
                                                 
31
 Free text responses had larger spaces in the original document. 
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Appendix 4.4 
Information Sheet for prospective participants 
I am undertaking research as part of my Ph.D. on the module ES1A and would like 
all of you to be involved in this process, since you are the people who are most 
affected by it, and who can help us to make it even better. This module is designed 
QRWMXVWWRWHDFK\RXDERXWWKHRULHVDERXWFKLOGUHQ¶VOHDUQLQJ- it is designed to help 
you understand about learning at university and becoming successful students.  
The main way I will be researching this year is by recording the workshop 
sessions. No-one will see the recordings except me, and possibly my supervisor at 
Nottingham University. I want to see how you respond to the things we do, how 
helpful they are for your learning and ultimately how the module can be further 
developed next year. I will also make audio recordings of some of your 
discussions when you are working in small groups. This will be completely 
voluntary. You do not have to be involved in the research, but it will be more 
valuable if we have a wide range of students represented.  
,I\RXGRQ¶WZDQW WREHSDUWRI WKLV ,ZLOOVLPSO\ LJQRUHDQ\WKLQJ\RXVD\RUGR
when I look at or listen to the recordings. Choosing not to participate will not 
reflect badly on you or affect anything else, and even if you say at the start that 
that you are willing to participate, you can change your mind at any time.  
Ethical concerns are of course a priority; the study has been approved by the 
Ethics Committee at the University of Nottingham, School of Education. 
Throughout the study your personal details will be treated as strictly confidential. 
You have the right to withdraw from the study at any stage and request that any 
data about you is deleted. This data will only be available to me and my supervisor 
and will not be passed on to any third parties. Throughout the study, the Data 
Protection Act will be followed. 
 
After the study has been completed my findings will be published in my Ph.D. 
thesis at the University of Nottingham. There is also the possibility that papers 
arising from the study may be published in Academic Journals. Participants will 
remain anonymous with pseudonyms being used instead of names.  
 
If you require any further information please do not hesitate to contact me,  
(email address included). 
 
If you have any concerns about the ethical standards please contact the Research 
Ethics Coordinator at the University of Nottingham, (email address included). 
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Appendix 4.5 
Consent Form for prospective participants 
Project title  Practice Based Pedagogy: Knowing, Acting and Becoming a 
Student  
5HVHDUFKHU¶VQDPH Jane Tapp 
6XSHUYLVRU¶VQDPH Monica McLean 
x I have read the Participant Information Sheet and the nature and purpose of 
the research project has been explained to me. I understand and agree to take 
part. 
x I have been given the opportunity to ask questions about the study. 
x I understand the purpose of the research project and my involvement in it. 
x I understand that I may withdraw from the research project at any stage and 
that this will not affect my status now or in the future. 
x I understand that while information gained during the study may be 
published, I will not be identified and my personal results will remain 
confidential.  
x I understand that I will be audiotaped / videotaped during the workshops.  
x I understand that data will be stored electronically in a secure database that 
requires a password, and paper copies of transcripts will be stored in a locked 
filing cabinet. Only Jane Tapp (researcher) and Monica McLean (supervisor) 
will have access to the data. 
x I understand that I may contact the researcher or supervisor if I require further 
information about the research, and that I may contact Dr. Alison Kington, 
(email address included) the Research Ethics Coordinator of the School of 
Education, University of Nottingham, if I wish to make a complaint relating 
to my involvement in the research. 
 
3DUWLFLSDQW«««««««««««««««««« 
 'DWH«««««« 
 
 
5HVHDUFKHU«««««««««««««««««« 
 'DWH««««««« 
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Appendix 5.1  
Learning outcomes, syllabus and session overview for ES1A 
following 2008 re-validation 
 
 
LEARNING OUTCOMES 
 
By the end of this module, students will be expected to: 
 
x organise and demonstrate a factual knowledge and conceptual 
understanding of the principles and theories associated with child 
development and learning; 
x begin to use and apply theoretical perspectives of development and 
learning in order to describe, analyse and interpret findings; 
x develop critical thinking through discussion of ideas and issues and begin 
to recognise the complexity of different viewpoints in the construction of an 
argument; 
x communicate findings in a clear, concise and effective manner. 
 
 
SYLLABUS 
 
The syllabus will include a study of the individual from birth to adulthood.  
Students will be introduced to a range of major educational theorists and 
philosophers concerned with child development and learning, including Skinner, 
Piaget, Vygotsky, Bruner, Alexander and Rogoff, and the significant contributions 
of each.  Students will reflect on their own approaches to learning and begin to 
explore critical thinking.  The strengths, limitations and general applicability of 
theory will be considered carefully in the light of evidence presented and this will 
be related to work on placement.  Students will be guided towards and supported 
in carrying out classroom-based observations and other tasks. They will discuss 
and reflect upon their growing awareness of the developing child within the 
educational system and wider society, and of their own learning.  This module 
takes a sociocultural approach in that student learning is conceptualised as a 
process of changing participation in the activities of school and the university 
college. 
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SESSION OVERVIEW  
 
Date Session 
19.09 
Friday 
Lecture: An overview of the course, the modules studied and the 
assessment pattern. 
 
Seminar: Getting to know you 
 
26.09 
Friday 
Workshop: What is learning? 
 
Lecture: Living and Learning 
 
Lecture: Theoretical approaches 
 
Lecture/ Directed task 
 School placement: organisation, structure and requirements. 
 
03.10 
Friday. 
 
Workshop: Approaches to learning 
 
Lecture: Learners of all ages 
 
Lecture: Piaget 1 
 
Workshop: Making sense of Piaget 
 
06.10 
Monday 
School Placement 
13.10 
Monday 
School Placement 
17.10 
Friday. 
 
Workshop: Making use of Piaget 
 
Lecture: Piaget 2 
 
Lecture: Vygotsky 
 
Workshop: Building an argument  
 
20.10 
Monday 
School Placement 
w/c 
27.10 
 
Reading Week 
03.11 
Monday 
School Placement 
07.11 
Fri.  
Workshop: Analytical writing 
 
Lecture: Bruner 
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Lecture: The Sociocultural context for learning 
 
Workshop: Making sense of Vygotsky and Bruner 
 
10.11 
Monday 
School Placement 
w/c 17.11 
Monday- 
Friday 
Block Placement 
24.11 
Monday 
School Placement 
28.11 
Fri 
Workshop: Making use of Vygotsky and Bruner 
 
Lecture: Language 
 
 
Lecture: Dialogic Teaching 1 
 
Workshop: Language as a tool for Learning 
 
01.12 
Monday 
School Placement 
08.12 
Monday 
School Placement 
12.12 
Fri 
 
Workshop: Why take a dialogic approach? 
 
Lecture: Dialogic Teaching 2 
 
Lecture: Becoming a student 
 
Workshop: What is learning? 
 
15.12 
Monday 
School Placement 
w/c  
15.12 
Individual Tutorials 
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  Appendix 5.2 
Full list of workshop titles, overviews, objectives and summary 
descriptions of activities from 2009-10 
Overview in module 
Booklet 
Learning Outcomes and 
Key Objectives for this 
session32   
Summary of activity 
Friday 25.09.09 
10 ± 12 What is learning?  
This workshop is to help 
you to think about learning. 
What does it mean to you?  
It will also introduce you to 
one way of categorising 
different views of learning. 
 
1  
To know that there are 
different ways to define 
learning. 
To know and use one way 
of categorising different 
views about learning. 
2 
To organise and categorise. 
according to given criteria. 
3 
To question assumptions.  
To work collaboratively. 
Individual and group 
ZULWLQJµ:KDWLVOHDUQLQJ"¶ 
,QWURGXFWLRQ WR 6DOMR¶V
categories and comparison 
with own thoughts. 
Small group discussion 
about expectations followed 
by whole group plenary. 
2-3  Rote Learning 
This workshop uses the 
topic of rote learning to 
explore the benefits and 
pitfalls of internet 
searching, and how to 
approach websites critically. 
 
1 
To know that there is a 
range of views about rote 
learning. 
3 
To approach websites 
critically. 
To begin to engage in 
academic debate, testing 
ideas out against each other. 
To recognise your role as a 
member of the learning 
community and the 
importance of your 
contribution to group tasks. 
Small group discussion 
about the place of rote 
learning; what do you think, 
what other views might you 
encounter in the wider 
population?  
Whole group plenary. 
:KROH JURXS VHDUFK µURWH
OHDUQLQJ¶ XVLQJ *RRJOH
Tutor led discussion on how 
to find out who wrote what 
you are reading and who to 
evaluate websites. 
Whole group discussion: 
managing time. 
 
                                                 
32
 The session objectives are all linked to module objectives. The numbers identify the module 
objectives to which they relate: 
1. organise and demonstrate a factual knowledge and conceptual understanding of the 
principles and theories associated with child development and learning; 
2. begin to use and apply theoretical perspectives of development and learning in order to 
describe, analyse and interpret findings; 
3. develop critical thinking through discussion of ideas and issues and begin to recognise the 
complexity of different viewpoints in the construction of an argument; 
4. communicate findings in a clear, concise and effective manner. 
. 
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Friday 02.10.09 
10 ± 12  Portfolio task 1.    
Rote Learning 
In this workshop you will 
share your findings about 
the websites from last week 
and begin to think about 
how you might use internet 
sources in your written 
work.  
We will discuss ways to 
help you approach academic 
reading and writing. 
3 
To know some ways to 
evaluate websites 
To know the importance of 
reading for meaning 
To enter into debate 
To use reading to inform 
debate  
4 
To know the importance of 
referencing and how to 
reference websites 
To share findings and ideas 
Students present findings 
on websites found last week 
on Google. Which would be 
suitable for use in an essay? 
Why? 
In small groups, use the 
handbook for written 
coursework to see if you 
can work out how to 
reference the suitable 
websites. 
 
Small group discussion 
about one of the readings 
and any parts you found 
difficult; what do you do 
when you get stuck? Tutor 
led discussion about 
strategies for reading.  
Small group task; is rote 
learning valuable? What 
would you conclude and 
why? How could you use 
these websites to present 
different perspectives? 
Write an outline plan 
together. 
2 ± 3  Making sense of 
Piaget 
In this workshop you will 
get the chance to clarify 
your understanding of 
3LDJHW¶V PDMRU LGHDV DQG WR
begin to consider different 
opinions. 
We will also continue to 
explore strategies to use 
when faced with a difficult 
text, and look at one way to 
µJHWLQWR¶DFDGHPLFUHDGLQJ 
1 
To know key themes in 
3LDJHW¶V WKHRU\ RI FRJQLWLYH
development. 
3 
To know one way to 
approach difficult texts.  
To take and defend a point 
of view. 
To recognise the value of 
different opinions, including 
your own 
 
Whole group task: recalling 
NH\ WKHPHV DERXW 3LDJHW¶V
work from the lecture. 
Small group task debating 
the relative importance for 
teachers of different aspects 
RI3LDJHW¶VWKHRU\ 
 
Individually reading a short 
text about Piaget. Tutor led 
discussion about ways to 
approach a difficult text. 
 
Friday 16.10.09 
10 ± 12  Portfolio task 2.   
Making use of Piaget 
This workshop focuses on 
the evidence you will use in 
Portfolio task 2 when you 
ZULWH DERXW 3LDJHW¶V WKHRU\
including reading and 
1 
To know that surface/deep 
is one way to categorise 
approaches to learning. 
To know what characterises 
each of these approaches. 
2 
In small group, comparing 
summaries written of set 
reading as preparation.  
Tutor introduction to 
deep/surface approaches to 
learning. Small group 
analysis of annotated texts 
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school observations.  
We will also look at how 
you can approach study to 
get the most from it. 
To analyse and reflect on 
your approach to reading. 
7RUHODWHDVSHFWVRI3LDJHW¶V
theory to observations. 
to identify the different 
approaches taken by the 
readers and by the self in 
relation to the set text. 
9LGHR UHODWLQJ 3LDJHW¶V
theory to observations of 
teaching and learning in 
school context. Small group 
discussions comparing what 
they had taken from the 
video and whole group 
plenary. 
Whole group discussion 
about finding relevant texts 
in the library. Using the 
library catalogue together. 
2 ± 3  Portfolio task 2. 
Writing an argument   
This workshop is designed 
to help you think about how 
you might use the evidence 
you have to support your 
views about Piaget in order 
to construct an argument. 
1 
To consolidate knowledge 
and understanding of 
3LDJHW¶VZRUN 
3 
To know what constitutes an 
argument in higher 
education. 
To use evidence to support 
your view of the value of 
3LDJHW¶VWKHRU\ 
To consider alternative 
perspectives and recognise 
the validity of different 
opinions, including your 
own. 
Small group discussion, 
what is argument. Tutor 
input on academic 
argument. 
Small group discussion 
DERXW KRZ 3LDJHW¶V WKHRU\
can inform teaching. 
Organising evidence from 
reading and observation to 
show different sides of an 
argument. 
 
w/c 26.10.09    Intra-Semester break (Reading Week) 
 
Friday 06.11.09 
10 ± 12 Portfolio task 2.   
Analytical Writing 
This workshop focuses on 
analytical writing, what it is, 
and how you can begin to 
make your writing more 
analytical. 
1 
To further consolidate 
XQGHUVWDQGLQJ RI 3LDJHW¶V
work. 
3 
To know what is meant by 
µDQDO\VLV¶ 
To contrast descriptive and 
analytical writing. 
To identify where work is 
overly descriptive and ask 
analytical questions. 
4 
To write clearly, with 
Small group discussion, 
what is analysis? Tutor 
input contrasting analytical 
and descriptive writing. 
Small group analysis of a 
piece of writing to say 
where it is analytical and 
where it is descriptive. 
$QDO\VLQJ SDUWQHU¶V GUDIW
(completed as preparation) 
to find places where it 
needs to be more analytical. 
Working on the draft using 
SDUWQHU¶VFRPPHQWV 
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accurate referencing. 
2 ± 3 Making sense of 
socio-cultural approaches 
In this workshop you will 
get the chance to clarify 
your understanding of major 
ideas in socio-cultural 
theory and begin to consider 
how you respond to lectures 
to get the most from them. 
1 
To know key themes in 
socio-cultural perspectives 
of learning.  
3 
To take and defend a point 
of view. 
To recognise that being 
unsure, or confused, is 
normal! 
Whole group task: recalling 
key themes about 
sociocultural theory from 
the lecture. 
Small group discussion to 
then select two aspects of 
sociocultural theory that 
they think are important for 
teachers to know and 
understand. What are the 
reasons for this choice?  
Writing choices together 
with a justification to 
contribute to whole group 
mapping of ideas.  
Whole group task:  
identification of aspects of 
the lecture that had been 
hard to understand. Jointly 
posing three questions that 
the group thinks need to be 
answered, and which will 
be researched for the next 
workshop. 
 
w/c 16.11.09      Block Week School Placement 
 
Friday 27.11.09 
10 ± 12  
Portfolio Task 3: Making 
use of Socio-cultural 
approaches 
In this workshop you will 
use your reading and school 
observations to work 
collaboratively to try out 
ideas and develop your 
understanding of Socio-
cultural theory.    
1 
To know that there are 
different opinions about the 
value of socio-cultural 
theory. 
To know what evidence 
supports your view of the 
usefulness of socio-cultural 
theory. 
2 
To use evidence from 
school and reading to 
critically evaluate socio-
cultural theory. 
3 
To integrate evidence in the 
development of an 
argument.  
To recognise your role in 
contributing to the joint 
construction of knowledge. 
In three groups: sharing 
answers to the one of the 
questions posed in the 
previous workshop. Write 
an explanation to be shared 
with the other groups. 
Tutor introduction to 
µFULWLFDO WKLQNLQJ¶ DQG
discussion about what this 
means for academic 
writing. 
Whole group construction 
of a structure for a piece of 
writing. What might you 
want to conclude? What 
evidence do you have? 
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2 ± 3   
Language as a Tool for 
Learning 
In this workshop you will 
get the opportunity to see 
different types of teacher 
talk and to begin to reflect 
on their place in the 
classroom. 
1 
To know the different types 
of teacher talk identified by 
Robin Alexander 
2 
To identify ways in which 
talk is used in the classroom 
and how this might promote 
learning 
Whole group watching dvd 
of different uses of talk for 
learning 
Whole group discussion 
about types of talk seen on 
school placement 
 
 
Friday 11.12.09 
10 ± 12   
The value of talk in the 
classroom;  
Working together on 
Assessment Component 2 
This workshop will help 
you identify arguments both 
in favour and against taking 
a dialogic approach.  
1 
To know arguments in 
favour of taking a dialogic 
approach. 
2 
To use evidence (reading 
and observation) to discuss 
talk in the classroom. 
3 
To consider counter 
arguments and how they 
might be addressed. 
4 
To articulate your argument 
in a real-life context. 
In small groups: writing 
notes and then a briefing 
sheet on the value of 
dialogic teaching. 
In small groups: reading 
RWKHUV¶ EULHILQJ VKHHWV DQG
taking a critical stance. 
Making arguments and 
counter arguments. 
2 ± 3    
Assessment Component 2 
This workshop will review 
the work you have done this 
semester on debate, 
referencing, argument, 
structure, analysis and being 
critical, within the context 
of Assessment Component 
2. There will be time to ask 
questions so that you are 
clear about what you need 
to do for this assignment. 
1 
To know key themes in 
Dialogic Teaching and the 
theoretical basis for these 
4 
To be familiar with and able 
WRXVHD UDQJHRIµDFDGHPLF
OLWHUDF\¶WRROV 
Tutor led discussion 
reviewing: debate; 
referencing; argument; 
structure; analysis; being 
critical. 
 
  412 
  
  413 
Appendix 7.1 
Assignment Brief: Assessment component 1 
PROGRAMME 
 
SUBJECT 
BA/BSc Specialist Subject and Education 
Studies 
Education Studies 
 
LEVEL MODULE CODE TITLE OF 
ASSIGNMENT 
WEIGHTING 
4 ES1A Portfolio  50%  
 
DATE 
DISCUSSED 
7KLVDVVHVVPHQWZLOOEHµVHW¶LQWKHOHFWXUHµ,ntroduction to 
WKH0RGXOH¶RQ 
It will also be discussed and worked on in workshops, as 
outlined in the module booklet.  
THIS ASSESSMENT IS NOT ANONYMOUSLY 
MARKED. 
 
DESCRIPTION OF TASK 
This assignment portfolio comprises 3 separate 700 word pieces of work which 
are written throughout the semester. Workshops will help you to begin and 
develop your ideas but you will also need to read, reflect and make 
observations in school, following the school based tasks.  
 
Task 1 Is there a place for rote learning in schools today? Should there be? 
 
Task 2 +RZ FDQ NQRZOHGJH DQG XQGHUVWDQGLQJ RI 3LDJHW¶V WKHRU\ KHOS
teachers and others working with children to do so more effectively? Explain 
your reasons with evidence from school and reading. 
 
Task 3 How can knowledge and understanding of socio-cultural theory help 
teachers and others working with children to do so more effectively? Explain 
your reasons with evidence from school and reading. 
 
What we are looking for 
x Evidence that you have understood the value and limitations of different 
theoretical perspectives. 
x The ability to use observational and literary evidence to support your 
argument 
x A critical approach which evaluates evidence and considers 
alternatives 
x The ability to be selective. These are short pieces of writing, you cannot 
include everything. You can more easily achieve high marks if you 
choose a clear focus rather than skimming over the surface of a lot of 
different areas 
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Task 1 MUST be handed in on 15/10/09. You will receive written feedback on 
this to help you to understand better what we are looking for. You will also be 
given an indication of the grade but NOT a numerical mark even though Task 1 
WILL contribute to your overall mark for this assessment. This is because we 
grade the 3 pieces as a whole when they are handed in on 18/12/09.  
  
Please note that any unauthorised absence whilst on placement is likely 
to significantly affect your ability to complete this portfolio and thus is 
likely to result in module failure. 
 
 
MODULE OUTCOMES TO BE TESTED 
x organise and demonstrate a factual knowledge and conceptual 
understanding of the principles and theories associated with child 
development and learning; 
x begin to use and apply theoretical perspectives of development and 
learning in order to describe, analyse and interpret findings; 
x develop critical thinking through discussion of ideas and issues and 
begin to recognise the complexity of different viewpoints in the 
construction of an argument; 
x communicate findings in a clear, concise and effective manner.  
 
 
ASSESSMENT CRITERIA 
 
Knowledge and Understanding 
x Knowledge of major theoretical perspectives of child development and 
learning 
x Understanding of how these theories can be used to interpret and 
DQDO\VHFKLOGUHQ¶VDFWLRQV 
 
Collection and Selection of Evidence 
x To select appropriate literary sources 
x To gather appropriate data whilst working as a participant observer in 
school 
x To ensure anonymity of all individuals and institutions  
 
Discussion and Argument 
x To organise evidence in coherent structure 
x To present different perspectives within the argument 
x To justify assertions  
 
Quality of Communication 
x To communicate concisely in written form 
x To reference all sources in line with guidance and to organise reference 
list correctly.  
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DATE AND TIME OF SUBMISSION 
 
Hand in          Task 1                         15/10/09   08.30- 16.00 
 
                       All Tasks                     18/12/09   08.30- 16.00 
 
Note to students:  Any work submitted after these dates will receive a mark of 
zero. All requests for extensions must be submitted to the Programme Leader 
for approval before the date stated. Such claims must be on the standard pro 
forma and must be accompanied by corroborating evidence. Following the 
date of submission requests may be made for the Board of Examiners to take 
extenuating circumstances for non-submission into account. All such requests 
must be made on the standard pro forma and must be accompanied by 
corroborating evidence.  
 
As this work is not anonymously marked, please use your name on the hand- 
in sheet. 
 
DATE ON WHICH MARKED WORK WILL BE AVAILABLE FOR COLLECTION 
 
Feedback on Task 1 will be available on          06/11/09 
All Tasks                                                              05/02/10 
 
 
 
Inaccuracies in presentation, spelling, punctuation and grammar will be 
commented upon in tutor feedback sheets in order that appropriate study skills 
support may be sought.  We may refer you to Student Support if we identify 
that this would be of benefit to you and your work.   
 
Where a student submits an assignment which exceeds the prescribed word 
limit, marking will cease at the point at which the word limit has been exceeded 
by a margin of 10% and the mark will be awarded on the basis of the extent to 
which the criteria for assessment have been met up to that point. 
 
 PLAGIARISM 
1RWH WR VWXGHQWV <RXU DWWHQWLRQ LV GUDZQ WR WKH &ROOHJH¶V &RGH RI 3UDFWLFH
covering plagiarism. Penalties for work found to be plagiarised are severe and 
can include the withdrawal of the right to resubmit work and termination of 
studies. On the submission of the assignment you will be required to sign a 
declaration that the work is your own and that all sources have been properly 
acknowledged. 
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MARK SCHEME 
Equal weighting will be given to each category 
Mark Knowledge and 
Understanding 
Collection and 
Selection of Evidence 
Discussion and 
Argument 
Quality of 
Communication and 
Presentation 
70-100 In depth knowledge  
and understanding of 
theory and perceptive 
application to 
observations 
Critical judgement in 
selection of literary and 
observational evidence 
in the development of 
your argument. 
Wide reading evident, 
including set texts. 
Independent thinking in 
a coherent, well-
formulated, logical 
structure, which draws 
key strands together to 
reach conclusions. 
Communication of high 
quality showing 
awareness of audience, 
precision of phrasing. 
Referencing of a very 
high standard. 
60-69 Confident knowledge of 
theory and clear 
understanding of how it 
relates to observations. 
No misconceptions 
evident. 
Pertinent selection of 
literary and 
observational evidence 
which is effectively 
linked to your 
arguments.  
Set texts are used 
appropriately but 
reading goes beyond 
set texts. 
Clear evidence of 
sustained thinking in 
the construction of an 
argument. 
Ideas are discussed in 
relation to each other 
and points made lead 
logically to the 
conclusion. 
 
A written style which 
contributes to the clear 
and fluent 
communication of 
meaning. Generally 
appropriate for the 
audience. Accurate 
referencing 
50-59 Sound knowledge of 
theory and sound 
understanding of how it 
relates to observations. 
A few minor 
misconceptions may be 
evident. 
Sound selection of 
literary and 
observational evidence 
which is clearly linked 
to the arguments being 
made. 
Set texts are used 
appropriately.   
An essay which is 
sound and coherent in 
the discussion of 
different perspectives. 
Structure may not lead 
logically from point to 
point or lead to the 
conclusion.  
Few inconsistencies in 
written style. Possibly a 
few difficulties with 
register. A few 
inaccuracies in 
phrasing and 
referencing  
40-49 Basic knowledge of 
theory and able to 
relate to relevant 
observations. Some 
misconceptions may be 
evident. 
Largely relevant literary 
and observational 
evidence.  
It is usually clear how 
your arguments link to 
your evidence. 
Set texts are included. 
A mainly coherently 
structured discussion 
showing awareness of 
different perspectives. 
Some inclusion of 
opinion rather than 
evidence based claims. 
 
Some inconsistency in 
written style which 
impairs communication. 
Some difficulty with 
register.  A number of 
inaccuracies in 
phrasing and 
referencing 
35-39 Limited knowledge of 
theory and limited 
ability to relate to 
relevant observations. 
Several misconceptions 
evident. 
Literary and 
observational evidence 
not always relevant,  
Heavy reliance on a 
limited range of 
sources. 
Limited awareness of 
different perspectives 
and limited evidence of 
the ability to provide a 
coherent structure for 
discussion. Some 
inclusion of opinion 
rather than evidence 
based claims. 
Many inconsistencies 
and inaccuracies which 
impair communication; 
inappropriate for 
audience. Many errors 
in referencing. 
30-34 Limited knowledge of 
theory and limited 
ability to relate to 
relevant observations. 
Several misconceptions 
evident. 
Literary and 
observational evidence 
not always relevant,  
Heavy reliance on a 
limited range of  
insufficiently academic 
sources. 
Limited awareness of 
different perspectives 
and limited evidence of 
the ability to provide a 
coherent structure for 
discussion. Frequent 
inclusion of opinion 
rather than evidence 
based claims. 
Many inconsistencies 
and inaccuracies which 
impair communication; 
inappropriate for 
audience. Many errors 
in referencing. 
0-29 Little or no knowledge 
of theory or relevant 
issues 
Literary and 
observational evidence 
not relevant. 
No reference to 
reading. 
 
Little or no attempt to 
develop a structure or 
discussion. 
An account that is 
purely descriptive. 
 
Many inconsistencies 
and inaccuracies which 
impair communication; 
inappropriate for the 
audience. Little or no 
attempt to reference 
accurately 
Appendix 7.2 
Assignment Brief: Assessment component 2 
PROGRAMME 
 
SUBJECT 
BA/BSc Specialist Subject and Education 
Studies 
Education Studies 
 
LEVEL MODULE CODE TITLE OF 
ASSIGNMENT 
WEIGHTING 
4 
 
ES1A Talk in the 
Classroom   
(2000 words) 
50%  
 
DATE 
DISCUSSED 
7KLVDVVHVVPHQWZLOOEHµVHW¶LQWKHOHFWXUHµ/DQJXDJHDQG
/HDUQLQJ¶RQ 
It will also be discussed and worked on in workshops on 
11/12/09  
THIS ASSESSMENT IS ANONYMOUSLY MARKED. 
 
DESCRIPTION OF TASK 
 
$OH[DQGHULVFRQFHUQHGIRUµ«the relative scarcity of talk which really 
challenges children to think for themselves, and especially the low level of 
FRJQLWLYHGHPDQGLQPDQ\TXHVWLRQV¶DQG0HUFHUQRWHVWKDWµ«WKHUH
is not enough emphasis in educational policy and practice on the value of 
WHDFKLQJFKLOGUHQKRZWRXVHODQJXDJHIRUOHDUQLQJ¶ 
Imagine that you work in a school keen to take a more dialogic approach to 
teaching and learning, and you need to explain to the governors why you are 
doing so. Many governors are unaware of the potential for using dialogue more 
ZLGHO\ LQ WKH FODVVURRP WRH[WHQGFKLOGUHQ¶V WKLQNLQJDQG WKH\PD\QRW KDYH
time to read lengthy documents. 
 
Create a resource for governors to explain the value of talk in the classroom. It 
should explain the theoretical basis and give clear explanations of the key 
issues. You should present your work in such a way as to appeal to the target 
audience, for example as a leaflet, a booklet, or a cd-rom. You can include 
pictures if you wish, to make it user friendly. However, you should use a formal 
academic tone; governors would want to know that this is research based and 
not just the latest fad, so you must also include academic references. 
Whatever format you choose, work must be word processed and include a 
bibliography. Aim for the highest standards of presentation however your work 
is presented.  
No extra marks will be given for different presentation formats; we are simply 
giving you the opportunity to work in a way that you prefer.  
If you are not sure if your choice of format is acceptable, please check with the 
  418 
module leader. 
 
What we are looking for 
o A clear explanation of the theoretical basis for valuing talk in the 
classroom 
o Identification and explanation of the key issues  
o Justification for such an approach in the classroom, with a recognition 
of alternative views 
o High quality presentation that would appeals to the target audience 
(governors).  
 
 
MODULE OUTCOMES TO BE TESTED 
 
x organise and demonstrate a factual knowledge and conceptual 
understanding of the principles and theories associated with child 
development and learning; 
x develop critical thinking through discussion of ideas and issues and 
begin to recognise the complexity of different viewpoints in the 
construction of an argument; 
x communicate findings in a clear, concise and effective manner.  
 
 
 
ASSESSMENT CRITERIA 
 
Knowledge and Understanding 
x Knowledge and understanding of the theoretical perspectives 
underpinning approaches to teaching which value talk 
 
Collection and Selection of Evidence 
x To select appropriate information from texts  
 
Discussion and Argument 
x Organize information to create a persuasive argument 
 
Quality of Communication and Presentation 
x To communicate concisely in written form 
x To present in a high quality format, appealing to busy teachers 
x The use of correct referencing and bibliography formats  
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DATE AND TIME OF SUBMISSION 
 
22/01/10      08.30- 16.00 
 
Note to students:  Any work submitted after this date will receive a mark of 
zero. All requests for extensions must be submitted to the Programme Leader 
for approval before the date stated. Such claims must be on the standard pro 
forma and must be accompanied by corroborating evidence. Following the 
date of submission requests may be made for the Board of Examiners to take 
extenuating circumstances for non-submission into account. All such requests 
must be made on the standard pro forma and must be accompanied by 
corroborating evidence. 
 
As this work is anonymously marked, please use your student number on the 
hand- in sheet. 
 
 
DATE ON WHICH MARKED WORK WILL BE AVAILABLE FOR COLLECTION 
 
19/02/10 
 
 
 
 
Inaccuracies in presentation, spelling, punctuation and grammar will be 
commented upon in tutor feedback sheets in order that appropriate study skills 
support may be sought.  We may refer you to Student Support if we identify 
that this would be of benefit to you and your work.   
 
Where a student submits an assignment which exceeds the prescribed word 
limit, marking will cease at the point at which the word limit has been exceeded 
by a margin of 10% and the mark will be awarded on the basis of the extent to 
which the criteria for assessment have been met up to that point. 
 
 PLAGIARISM 
1RWH WR VWXGHQWV <RXU DWWHQWLRQ LV GUDZQ WR WKH &ROOHJH¶V &RGH RI 3UDFWLFH
covering plagiarism. Penalties for work found to be plagiarised are severe and 
can include the withdrawal of the right to resubmit work and termination of 
studies. On the submission of the assignment you will be required to sign a 
declaration that the work is your own and that all sources have been properly 
acknowledged. 
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MARK SCHEME 
Equal weighting will be given to each category 
Mark Knowledge and 
Understanding 
Collection and 
Selection of Evidence 
Discussion and 
Argument 
Quality of 
Communication and 
Presentation 
70-100 In depth knowledge of 
theory and perceptive 
understanding of 
relevant issues. 
Critical judgement in 
selection of literary 
evidence. 
Wide reading evident. 
Independent thinking 
in a coherent, well-
formulated structure, 
which convinces the 
reader. 
Communication of 
high quality showing 
awareness of 
audience and 
precision of phrasing.  
Presentation and 
referencing of a very 
high standard. 
60-69 Confident knowledge 
of theory and clear 
understanding of 
relevant issues  
No misconceptions 
evident. 
Pertinent selection of 
literary evidence.  
Relevant reading 
beyond that given as 
set reading is 
included. 
Clear evidence of 
sustained thinking in 
the construction of a 
persuasive resource 
which convinces the 
reader.  
A written style which 
communicates 
meaning clearly and 
fluently. Generally 
appropriate for the 
audience. Accurate 
referencing and high 
quality presentation. 
50-59 Sound knowledge of 
theory and sound 
understanding of 
relevant issues  
A few minor 
misconceptions may 
be evident. 
Sound selection of 
literary evidence. 
Relevant reading is 
included.  
A resource which is 
sound and coherent 
but not entirely 
convincing. 
Few inconsistencies in 
written style. Possibly 
a few difficulties with 
register or phrasing. A 
few inconsistencies in 
referencing and 
presentation. 
40-49 Basic knowledge of 
theory and able to 
identify relevant 
issues  
Some misconceptions 
may be evident. 
Largely relevant 
literary evidence is 
included.   
 
A mainly coherent 
resource but not 
entirely convincing. 
Some inconsistency in 
written style which 
impairs 
communication. Some 
difficulty with register 
or phrasing.  A 
number of 
inconsistencies in 
referencing and 
presentation. 
35-39 Limited knowledge of 
theory and limited 
ability to identify 
relevant issues  
Several 
misconceptions 
evident. 
Literary evidence not 
always relevant.  
Heavy reliance on a 
limited range of 
sources. 
Limited evidence of 
the ability to provide a 
coherent structure. 
Not convincing. 
Many inconsistencies 
and inaccuracies 
which impair 
communication; 
inappropriate for 
audience. Many errors 
in referencing. Poorly 
presented. 
30-34 Limited knowledge of 
theory and limited 
ability to identify 
relevant issues  
Several 
misconceptions 
evident. 
Literary evidence not 
always relevant.  
Heavy reliance on a 
limited range of 
sources. 
Limited evidence of 
the ability to provide a 
coherent structure. 
Not convincing. 
Many inconsistencies 
and inaccuracies 
which impair 
communication; 
inappropriate for 
audience. Many errors 
in referencing. Poorly 
presented. 
0-29 In depth knowledge of 
theory and perceptive 
understanding of 
relevant issues. 
Literary evidence not 
relevant. 
No reference to 
reading. 
 
Little or no attempt to 
develop a structure. 
Not convincing. 
Many inconsistencies 
and inaccuracies 
which impair 
communication; 
inappropriate for the 
audience. Little or no 
attempt to reference 
accurately. Poorly 
presented. 
   
 
